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Abstract 
 
In Australia, the development and implementation of National Training Packages has been 
a major tool in the drive to reform of the vocational education and training system.  The 
main aim of the reform is to establish a national vocational and education system within a 
federal political system and to make vocational educations and training providers more 
responsive to the needs of industry, by industry specifying its skill needs through the 
mechanism of national Training Packages. 
The background to this workplace project, the Review of the Community Services 
Training Package, and this study, is established by a review of policy and literature in 
relation to national training reform issues and stakeholder management within a public 
policy context.  This review established some principles of good practice in relation to 
stakeholder management.  The industry context of the workplace project is discussed.  The 
workplace project is then unpacked in some detail with specific reference to stakeholder 
management strategies and issues and some specific stakeholder groups. 
This exegesis goes on to explore stakeholder behaviour in this particular workplace project 
in its historical context of the introduction of Training Packages to the vocational 
education and training system.  It explores the perspectives of teachers and industry on the 
implementation of Training Packages and in particular the gap between educational 
technologies and industry expectations of standards of work performance. 
The exegesis concludes with some suggestions of opportunities for enhanced workplace 
practice in stakeholder management and for further research.  It also suggests a job of work 
for industry and teachers to develop new communities of practice around Training 
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Packages as a means of bringing together their sometimes divergent interests. 
 
 
  
 
 
 
 
 
 
TRUST THE PROCESS: 
STAKEHOLDER MANAGEMENT USING A 
TRANSPARENT, EVIDENCE-BASED 
POLICY APPROACH 
  
 
 
 
 
 
 
Chapter 1 
 
INTRODUCTION 
 
1. Aim and Scope 
 
This research project has two components and products: the first is a work based project - 
the Review of the Community Services Training Package (CSTP), version CHC99, the 
outcome of which is a revised CSTP, version CHC02, which has been endorsed by the 
National Training Quality Council for implementation nationally. The second product is 
this exegesis in which one key element of the work-based project - stakeholder 
management - is unpacked and subjected to critical reflection and analysis from a 
participant perspective. 
The exegesis is a reflective case study, written from my perspective as the Community 
Services and Health Training Australia Ltd (CSHTA) Senior Project Manager with 
responsibility for managing the Training Package review. The aims of the exegesis are to (i) 
document my reflections on the Training Package review process and thereby identify 
elements of good practice in managing the process of stakeholder consultation within a 
Training Package review process, and (ii) provide a framework for the application of the 
learning to future review projects.  The focus is on the process of stakeholder management 
– a major task for CSHTA as some hundreds of organisations and approximately 5,000 
individuals with diverse and sometimes conflicting views played a part in the consultative 
 (3) 
 
 
process and could expect to see their perspectives reflected in the final reviewed Training 
Package. 
The research question grew out of the practical question of how to most effectively manage 
a diverse range of stakeholders within the cultural framework of a particular industry – the 
community services industry.  The practical answer to the question posed was to employ 
an evidence based, transparent consultation strategy.  As an analytical case study report on 
this project, the exegesis reflects on the effectiveness of the stakeholder management 
strategy in practice, draws conclusions about the efficacy of the stakeholder management 
strategies in the light of practical experience, and makes some recommendations that may 
be relevant to other agencies engaged in similar projects consideration of the role to be 
played by Registered Training Organisations in the design and development process. In 
regard to the latter recommendation: the opportunity to form a view of this stakeholder 
group in the light of stakeholder theory and its application in the Training Package review 
came when the CSHTA extending the boundaries of its engagement in the review process 
beyond its contracted responsibilities, and organised workshops for vocational education 
and training (VET) teachers and trainers to promote and explain the new Training 
Package, I found myself drawn towards considering the views of and issues faced by this 
relatively ‘silent’ stakeholder group.  Accordingly, in reflecting on the overall review 
process, and the role of teachers and trainers vis-à-vis that of the industry and 
state/territory stakeholders, I conclude that the role played by RTOs need to be re-
conceptualised. 
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2. Organisation of the exegesis 
Chapters One to Three set the context for the study.  Chapter One covers the purpose, 
significance, and scope of the exegesis.  It provides a context for both the workplace project 
and the research and specifically situates both components within their public policy 
framework.  It provides background on the national VET system and outlines the 
workplace project that is the subject of the research.   
Chapter Two covers the method of inquiry.  There I explore the practitioner researcher in 
the workplace and in the academy and elucidate a research methodology.  I present the 
conceptual framework that has been used to categorize components of the research and 
that has guided data collection and strategies for data analysis.   
Chapter Three reviews the literature of stakeholder management and explores the 
application and evolution of concepts of stakeholder management in the realm of public 
policy and extends to the notional of citizen participation in the public policy process.  
This chapter establishes some principles of good practice in stakeholder management. 
Chapters Four to Seven provide a narrative that interweaves the workplace project and the 
workplace-based research.  Chapter Four situates the research in its context within the 
community services industry and introduces the Community Services Training Package 
(CSTP).  Chapters Five and Six unpack the workplace project, the Review of the CSTP, 
and describe how it was undertaken, with specific reference to how stakeholders were 
managed and reflects on the planned and unplanned outcomes.  Chapter 7 reflects on the 
project and subsequent developments in the vocational education and training policy 
framework.   
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Five appendices provide the reader with some essential data:  
 Appendix 1:   Acronyms 
 Appendix 2:   The Australian Qualifications Framework 
 Appendix 3:   AQTF Standards for Registered Training Organisations 
 Appendix 4:   The Project Methodology 
 Appendix 5:   CSTP Review Process Chart for Seeking Industry Views and 
Support 
 
3. The Public Policy Framework:  About ANTA and Training Packages 
3.1. Training Reform 
The major reforms of the 1980s and early 1990s had a profound impact on three key areas 
of vocational education and training.  
First, there is the shift away from curriculum learning outcomes and to achievement of 
competency measured against industry standards as the basis for the awarding of vocational 
qualifications.  The award of qualifications through assessment against competency 
standards (or industry performance benchmarks) is a fundamental shift from the 
curriculum basis of vocational awards.  The 1980s and 1990s have seen vocational education 
and training expand from the traditional trades areas to all areas of work and industry.  We 
have therefore seen areas of work not previously recognised as vocations, now being 
recognised with industry needs specified as competency standards and qualifications.  The 
human services field is a prime example of this trend.  Many occupations covered by the 
Health Training Package now have standards and qualifications for the very first time.  In 
these fields of work, the approach of the traditional trades in which the body of knowledge 
was specified in curriculum and content was highly technical does not easily fit with 
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human services where “soft” issues such as ethics, duty of care and client focus are 
important.  They are unable to be taught in the same “technical” way because they are 
fundamentally based on judgement and understanding. 
Secondly, the monopoly of TAFE institutes/colleges in the provision of accredited training 
awards has been broken. This is one of the major reforms of the 1990s.  The introduction 
of private and community Registered Training Organisations has led to a position where 
“user choice” of a TAFE institute or a range of private provider types is a real option.  It 
should be noted that the vast majority of government funding for VET still goes to the 
TAFE system.  The contestable funding that is available to private RTOs is usually put out 
to tender based on an annual state training plan.  This was a conscious decision of 
government to introduce competition into the VET system to improve responsiveness and 
to give the purchaser a choice of supplier. 
Thirdly, there is the emphasis placed on the role of industry bodies in VET policy making 
and in the creation of the national VET system overseen by ANTA.  Employer bodies 
such as the Australian Chamber of Commerce and Industry have played a key role in VET 
policy.  ANTA has recognised National Industry Training Advisory Bodies whose 
membership usually comprises representatives of employers and unions.  These NITABs 
are the national voices of industry, which are contracted to provide advice to ANTA on 
industry training needs.  These needs are articulated through national Training Packages 
and through the Industry Strategic Plan.  While educationalists may be involved in the 
process of developing this advice, they have no determinative role. 
More recently, the role of industry has been challenged by those advocating a greater role 
for educationalists in policy development (Smith. A., 2003).  The recent appointment of 
John Smyth, Chief Executive Officer of the Institute of TAFE Tasmania, as an ex-officio 
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member (and now full member) of the ANTA Board reflects a change in this direction. 
3.2. The ANTA Act 
The Australian National Training Authority (ANTA) is responsible for leading the 
national training system.  The ANTA and its quality assurance body, the NTQC are 
constituted by Council of Australian Government1 and Ministerial Council2 (MINCO) 
arrangements between the Commonwealth and the States and Territories.  ANTA’s 
functions are to coordinate the national training system including allocation of funds.  
Specifically the Australian National Training Authority Act 1992, s.6 provides: 
“(1) The Authority has the following functions:  
(a) to assist the Ministerial Council in the performance of the Council's functions under the 
Agreement; and 
(b) to do anything required by this or another Act to be done by the Authority; and 
(c) to administer national programs. 
(2) Without limiting paragraph (1)(a), the functions conferred on the Authority by that 
paragraph include the following:  
(a) to prepare a draft national strategy for approval by the Ministerial Council; 
(b) to give advice, and make recommendations, to the Ministerial Council regarding the 
amounts of funds that will be needed for allocation by the Authority in respect of each year; 
(c) to recommend to the Ministerial Council the principles to be applied by the Authority in 
the allocation of funds; 
(d) to provide reports to the Ministerial Council on request by the Council; 
                                                 
1 The peak inter-governmental forum in Australia is the Council of Australian Governments (COAG).  COAG 
comprises the Prime Minister, State Premiers, Territory Chief Ministers and the President of the Australian Local 
Government Association (ALGA).  The Prime Minister chairs COAG.  The Prime Minister, Premiers and Chief 
Ministers agreed to establish COAG in May 1992. It first met in December 1992.  The role of COAG is to 
initiate, develop and monitor the implementation of policy reforms which are of national significance and which 
require cooperative action by Australian governments (eg. National Competition Policy, gas reform, electricity 
reform, water reform and reform of Commonwealth and State/Territory roles in environmental regulation).  
Issues may arise from, among other things: Ministerial Council deliberations; international treaties which affect 
the States and Territories; or major initiatives of one government (particularly the Commonwealth) which impact 
on other governments or require the cooperation of other governments.  The proceedings of COAG meetings are 
published as Communiqués.  Where formal agreements are reached, these may be written up as Inter-
governmental Agreements.  http://www.dpmc.gov.au/docs/Coag_framework.cfm  
2 Over 40 Commonwealth-State Ministerial Councils and fora currently facilitate consultation and cooperation 
between governments in specific policy areas, initiate, develop and monitor policy reform jointly in these areas, 
and take joint action in the resolution of issues that arise between governments.  In particular, Ministerial 
Councils may develop policy reforms for consideration by COAG, and oversee the implementation of policy 
reforms agreed to by COAG.  Ministerial Councils are typically supported by committees consisting of the heads 
of the departments whose Ministers are members of Councils.  The Australian National Training Authority 
Ministerial Council is comprised of Australia's Commonwealth, State and Territory Ministers with responsibility 
for vocational education and training.  The ANTA Ministerial Council decides strategic policy, national 
objectives and priorities for the training system.  The Council receives advice from ANTA, which was set up in 
1992 following an agreement (known as the ANTA Agreement) by heads of State, Territory and Commonwealth 
Governments to establish a national focus for vocational education and training with strong industry input.  
http://www.anta.gov.au/vetminco.asp  
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(e) to join with State training agencies in the development, according to guidelines determined 
by the Ministerial Council, of State annual VET plans for submission by the Authority to the 
Council in accordance with the Agreement; 
(f) after consultation with State training agencies, to make recommendations to the 
Ministerial Council for more effective and efficient means of delivering vocational education 
and training; 
(g) to promote and facilitate the maintenance of comprehensive national data on vocational 
education and training; 
(h) subject to the directions of the Ministerial Council, to give advice, and make 
recommendations, to the Council in relation to matters within the functions of the Council. 
(3) The Authority also has:  
(a) functions that are, with the consent of the Ministerial Council, expressed to be conferred 
on the Authority by or under a law of a State; and 
(b) functions that are, with the consent of the Ministerial Council, conferred on the Authority 
by the Minister in writing; and 
(c) functions that are, with the consent of the Ministerial Council, expressed to be conferred 
on the Authority by a State Minister in writing. 
(4) The Authority is to perform its functions according to the Agreement.” 
 
The ANTA Act 1992 sets the framework for the national planning and delivery of 
vocational education and training, and the allocation of funds to the States and Territories.  
It is interesting to note that a national training system actually exists within a federal 
political system.  ANTA is accountable to the Commonwealth Minister for Education, 
Science and Training and to the ANTA MINCO.  The Australian Constitution does not 
give the Commonwealth responsibility for education, which is a State responsibility.  
However, taxation powers give the Commonwealth great influence through the outcomes 
that it expects from its allocation of funding to the States.  What this means in practice is 
that ANTA serves as the conduit for the flow of funds from the Commonwealth to the 
States and as such, a tension is created between the respective interests of the 
Commonwealth and the States.  It would seem that generally, the specific purpose 
payments negotiations between the Commonwealth and the States under MINCO 
arrangements create similar tensions.  Specific examples include the Commonwealth State 
Disability Agreement (CSDA) and the Commonwealth State Housing Agreement (CSHA).  
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The negotiations are often protracted and would usually involve attempts on both sides to 
cost shift between jurisdictions.  In April 2004, the triennial ANTA Agreement has still 
not been signed. 
ANTA describes the four main planning and accountability aspects to the national 
vocational education and training system as follows3: 
“The ANTA Act specifies them as  
• the national strategy;  
• annual national priorities;  
• national projects; 
• State and Territory annual vocational education and training plans;  
• the annual national report.  
The ANTA Agreement is a key document that provides an additional layer of planning and 
accountability. Its requirements, which focus particularly on funding, are integrated within 
the VET planning cycle. 
 
Figure 1:  The VET Planning Cycle4 
 
National Strategy 
The strategy sets a broad vision and establishes long-term objectives for the national VET 
system.  It includes key performance measures designed to indicate progress towards the 
achievement of the objectives. 
The current national strategy, Shaping Our Future: Australia’s National Strategy for 
Vocational Education and Training 2004 –2010 (ANTA 2003a), was endorsed by the ANTA 
Ministerial Council in 2003.  The strategy’s vision for the national vocational education and 
training system is: 
VET works for Australian businesses making businesses internationally competitive. VET 
works for people giving Australians world-class skills and knowledge.  
VET works for communities building inclusive and sustainable communities” 
 
                                                 
3 www.anta.gov.au/vetPlanning.asp  
4 www.anta.gov.au  
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This vision is supported by four objectives: 
1. “Industry will have a highly skilled workforce to support strong performance in the 
global economy. 
2. Employers and individuals will be at the centre of vocational education and training. 
3. Communities and regions will be strengthened economically and socially through 
learning and employment. 
4. Indigenous Australians will have skills for viable jobs and their learning culture will 
be shared.” (ANTA 2003a, pp. 1-2.) 
Annual national priorities 
To implement the national strategy, the Ministerial Council sets annual national priorities for 
the next calendar year.  These specify the system’s areas of focus and expected outcomes for the 
next year.5 … 
State and territory annual vocational education and training plans 
State and territory training authorities then prepare annual plans that respond to the national 
strategy and annual national priorities. These plans include the strategies to be used, the 
planned level of training delivery to be achieved during the year, as well as other information 
required by the ANTA agreement. These plans are consolidated into the Directions and 
Resource Allocations report to the ANTA Ministerial Council, agreement to which triggers 
the release of Australian Government funds for the next year. 
National projects 
VET Funding Act funds are allocated annually to national projects through the broader 
process of directing and allocating resources in the national VET system. National projects 
are developed within the framework of the national strategy. Their outcomes facilitate change 
to achieve the objectives of the strategy and enhance the system. 
Individual national projects support activities, which relate to: 
• the management and support of the core VET system;  
• the change process to implement agreed national VET reforms; and  
• national priority areas for action agreed by the ANTA Ministerial Council from 
time to time.  
National project proposals are sought from states, territories and the Australian Government 
in August each year. Funding is allocated to proposals during a meeting of the VET Planning 
Working Group in November each year … 
                                                 
5 Annual national priorities for 2004 are:  
 Strengthen and promote the image and role of vocational education and training in Australia, including 
in relation to employment and VET’s role in supporting innovation in business and industry.  
 Improve pathways between the vocational education and training sector and the schools and higher 
education sectors.  
 Enhance the capability of vocational education and training professionals to provide quality learning 
experiences for clients and to facilitate innovative partnerships between training organisations, 
enterprises and communities.  
 Achieve agreed outcomes for 2004 of the Blueprint for implementation of Bridging Pathways, the 
National Strategy for increasing opportunities for people with a disability in VET, and the Blueprint for 
implementation of Partners in a Learning Culture, the National Strategy for Aboriginal and Torres Strait 
Islander people in VET.  
 Achieve improved training outcomes for older workers.  
 Improve the client focus of vocational education and training, particularly for individuals and small 
business.  
 Refine Training Packages and their implementation to improve their quality and enhance their 
flexibility to meet clients’ needs, particularly for individuals and small business. 
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Annual national report 
Each year, ANTA coordinates an annual national report on the system.   The report is an 
accountability requirement of the ANTA Act, and provides valuable information to 
stakeholders.  The report comprises a national overview of the system, as well as 
Commonwealth, State and Territory reports of each jurisdiction’s achievements against the 
annual national priorities.  A third volume provides a detailed assessment of the national 
system's performance and its progress towards the system's goals.”6 
 
3.3. Training Packages 
National Training Packages7 were introduced in 1997.  They are a tool to implement policy 
reforms to Vocational Education and Training.  The other main policy tools are the 
Australian Qualifications Framework8 (AQF), the Australian Quality Training 
Framework9 (AQTF) and Recognition of Current Competence10 (RCC). 
                                                 
6 http://www.anta.gov.au/vetPlanning.asp  
7 National Training Packages (NTP) have three components that are endorsed by the NTQC: Competency 
Standards, Qualifications and Assessment Guidelines.   
 Competency standards are specifications of work outcomes (performance benchmarks) and commonly 
describe a key function of a job.  Competency standards not only specify the work outcomes, they also 
specify the essential knowledge and skills that are required to achieve those outcomes 
  Qualifications are groupings of competencies, usually categorised as compulsory and elective, which 
together, describe a whole job role.  Assessment advice is provided within each unit of competency and 
in the Assessment Guidelines for a training package.   
 A range of other materials, called support materials, may be developed to support the delivery of NTPs.  
These may include student learning materials, teacher or trainer guides, assessment tools (including for 
recognition of current competence / prior learning), and curriculum.  These materials are developed by 
Registered Training Organisations and employers. 
 Competency standards are often used as a strategic human resources tool with application in areas 
outside of training and education.  These applications include performance management systems, work 
and job (re)design, remuneration modelling, training needs analysis, industrial awards and enterprise 
agreements and business planning. 
 
8 The AQF was developed under instruction from State, Territory and Commonwealth Education and Training 
Ministers meeting as the Ministerial Council on Education, Employment, Training and Youth Affairs 
(MCEETYA). MCEETYA has established an AQF Advisory Board to protect the AQF qualifications guidelines 
and to promote and monitor national implementation of the AQF.  Work-based qualifications and academic 
qualifications are now part of a single system, allowing maximum flexibility in career planning and continuous 
learning.  Further details are at Appendix 2.  http://www.aqf.edu.au/ 
 
9 Australian Quality Training Framework (AQTF) was introduced by ANTA and the States in 2000 “to restore 
public faith in the VET system”(Smith, A. 2003) after a series of state government enquiries and a Senate 
inquiry into VET quality in 2000.  The AQTF is the nationally agreed recognition arrangements for the 
vocational education and training sector. The Australian Quality Training Framework is based on a quality 
assured approach to the registration of training organisations seeking to deliver training, assess competency 
outcomes and issue Australian Qualifications Framework qualifications and / or Statements of Attainment and 
ensures the recognition of training providers and the Australian Qualifications Framework qualifications and 
Statements of Attainment they issue, across Australia.  The framework includes two sets of standards:  Standards 
for Registered Training Organisations and Standards for State and Territory Registering/Course Accrediting 
Bodies.  Further details are at Appendix 4.  http://www.anta.gov.au/ 
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Schofield and McDonald (2004a) undertook a High Level Review of Training Packages for 
ANTA in 2003/2004 some seven years after their introduction.  They identify four main 
purposes of Training Packages: 
1. “To help the VET system achieve a better match between skills demand and supply 
2. To encourage flexible and relevant workforce development and learning 
3. To provide for the national recognition of the vocational outcomes of learning 
4. To guide and support individuals in their choice of training and career”. 
 
Broadly speaking, Training Packages are a product of what Randal Stewart (Stewart 1998) 
calls the management state, which he distinguishes from public administration and the 
administrative state.  According to Stewart, the management state aims to overcome 
bureaucratic inertia and to generate efficiencies through the creation of external markets 
(e.g. through corporatisation, privatisation) or internal markets (e.g. through purchaser - 
provider splits).  The reforms to VET may be seen not only as the creation of internal 
markets, but also are linked to outcomes required by national competition policy and the 
economic imperative concerning the link between economic growth and the performance 
of VET the system.  Chappell (2001a) notes the domination of economic discourses in VET 
policy formulation.  These discourses emphasise the need for all educational providers to 
contribute to national economic imperatives and promote the idea that economic 
development is directly linked to the level of skill and ability of the workforce.  Hence, the 
need to develop a national VET system rather than eight state-based systems.  This raises 
                                                                                                                                                        
10 Recognition of Current Competence (RCC) or Recognition of Prior Learning (RPL) means recognition of 
competencies currently held, regardless of how, when or where the learning occurred.  Under the Australian 
Quality Training Framework, competencies may be attained in a number of ways. This includes through any 
combination of formal or informal training and education, work experience or general life experience.  In order 
to grant RPL, the assessor must be confident that the candidate is currently competent against the endorsed 
industry or enterprise competency standards or outcomes specified in Australian Qualifications Framework 
accredited courses.  The evidence may take a variety of forms and could include certification, references from 
past employers, testimonials from clients and work samples.  The assessor must ensure that the evidence is 
authentic, valid, reliable, current and sufficient.  In 2003, these concepts of RCC and RPL were combined into 
the term “Recognition Assessment”  http://www.anta.gov.au/images/publications/RTOStandardsSep01.pdf 
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the issue of federalism and Commonwealth – State relations as a complicating factor.  
These latest reforms involve reengineering the VET system from TAFE and curriculum-led 
system, to one that is industry-led and that delivers measurable work outcomes and 
characterised by many private and community RTOs delivering in competition with 
TAFE.   
Andy Smith (2003) reports that Training Packages have made it easier for accredited 
training to be delivered in the workplace by industry, either through enterprise RTOs or 
through partnerships with RTOs in a way that was not formerly feasible.  Accredited 
training has also been introduced to industry areas that in the past had little commitment 
to formal training.  It is clear that there has been a profound change in the approach to 
industry training.  Training Packages give vocational education an unambiguous focus on 
the workplace. 
Training Packages are endorsed by the NTQC for three years and a timeline for their 
review is stipulated.  Training Packages are usually reviewed every three years to ensure 
that they continue to meet industry’s needs.  The review process involves considerable 
policy analysis, needs analysis, research on job profiles, consultation and compilation of 
detailed data, so, in order to complete a review within the five year Training Package life 
cycle, the process normally commences approximately 1½ to 2 years after endorsement.  
The shelf life of the product may be limited by the policy requirement that it captures the 
changing needs of industry.  Given implementation lags in States and Territories, in 
practice it means that Training Packages are reviewed with the experience of perhaps less 
than two years delivery.   
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3.4. Training Packages and their stakeholders 
Different stakeholders have different interests in the outcomes of Training Package review 
processes.  Broadly speaking, the community services industry’s interests in the outcomes 
of the review of the Training Package relate to the work performance of employees and 
consequently the quality of service delivery.  On the other hand the primary interest of 
RTOs is in teaching and learning strategies.  In a review process these competing and 
sometimes conflicting interests emerge as a political question of relative stakeholder power.  
A summary of these interests is in Table 2 and discussed in more detail in Chapter 5.  
One key issue is determining who has most say and at what stages and which groups are 
most affected by the changes in a reviewed Training Package.  Arguably, RTOs are most 
interested as a stakeholder in the outcomes, as training is their core business and their 
performance is measured by quality criteria that are implemented in relation to the specific 
contents of Training Packages11.  The ATQF establishes 12 quality standards (and 
subsidiary criteria) against which RTOs are audited for compliance.  Three of those quality 
standards directly deal with delivery and assessment.  There are, therefore, a number of 
impacts on RTOs of changed Training Packages.  Some of these impacts may have direct 
implications for the ability of RTOs to respond to the reviewed Training Packages in a 
timely manner and to get new product to market.  For example, in the TAFE system, there 
are internal processes for registering courses and internal hoops through which program 
managers must jump.  A particular issue for large providers such as the TAFE system is the 
student administration systems that have been built around a classroom delivery model and 
which require some creativity on behalf of teachers to make them work for the workplace 
delivery modes implied by Training Packages.  The AQTF requires that whenever 
                                                 
11 It is interesting to note that that while RTOs do have a major interest, they have no “sign off” right in an 
industry-led system.   
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qualifications and competency standards change, that RTOs develop new implementation 
plans.  Changes to Training Packages may require RTOs to amend or redevelop learning 
and assessment materials, and curriculum (in some States).  These administrative and 
educational activities have internal resource implications.  For these reasons, one might 
expect that some RTOs have a vested interest (or stake) in minimal changes being made to 
Training Packages (and certainly in being able to readily track changes that have been 
made).   
One of the management tensions faced by teachers and managers concerns the 
development of model training programs.  Training Package qualifications contain 
packaging rules that classify competencies as compulsory or elective.  As Training Package 
qualifications are derived from job roles, Training Package developers identify compulsory 
competencies as what is common to a family of work roles and the elective competencies 
are available to reflect variations in job design as they exist in industry.  RTOs are required 
by the AQTF to consult with local industry clients about the design of model training 
programs in order to determine the range of elective competencies to be offered.  Many 
teachers would like to be able to offer as much flexibility to employers and learners as 
possible, as is intended by Training Package developers.  However, that flexibility has cost 
implications as learning and assessment resources would need to be (re)developed for the 
range offered.  RTO managers are running businesses and would often require that those 
choices and flexibilities be restricted in light of financial considerations. 
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4. About the industry advisory mechanism: Community Services 
and Health Training Australia  
 
Community Services and Health Training Australia (CSHTA) is the one of 26 Industry 
Training Advisory Bodies12 recognised by the Australian National Training Authority 
(ANTA).  It represents to Government, the interests of the community services and health 
industries, which include more than 900,000 VET level workers or 10% of the Australian 
workforce.  CSHTA works in partnership with industry bodies in all states and territories 
to promote and foster a learning culture in the workplace and increase participation in 
training.  The mission of CSHTA is to ensure that all people in the industry have access to 
nationally recognised skills development through the development of a national training 
framework for the industry that ensures the delivery of high quality, relevant and flexible 
training.  CSHTA’s core work entails identifying industry skill development needs by 
developing national Training Packages, representing industry training needs to 
government, marketing and promotion of vocational education and training to industry, 
developing implementation tools such as training and assessment support materials and 
improving opportunities for workers including the provision of flexible training pathways 
and nationally recognised qualifications. 
The Board of CSHTA represents peak employer (both private and public) and union 
groups in the industry.  It implements ongoing consultation processes to ensure that 
industry needs and views are represented in all its work.  Five private employer 
representatives are nominated by the Australian Chamber of Commerce and Industry 
(ACCI), Aged and Community Services Australia (ACSA) and the Australian Private 
                                                 
12 In early 2004, these 26 National ITABs are being merged into 10 Industry Skills Councils and CSHTA 
became the Human Services Industry Skills Council in April 2004 
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Hospitals Association (APHA). 
Six government employer representatives are nominated by the Health Ministerial 
Advisory Council and the Community Services Ministerial Advisory Council; and the 
nominees of the Australian Council of Trade Unions (ACTU) are:  the Liquor Hospitality 
and Miscellaneous Workers Union, the Australian Nursing Federation, the Health Services 
Union of Australia, the Australian Services Union and Community and Public Sector 
Union. 
At the time of the review CSHTA employed a Chief Executive Officer and, me as Project 
Manager, CSTP Review project.  Other Project Managers and Coordinators were engaged 
in other projects such as the Health Training Package development and assessment tool 
projects. 
My role at CSHTA has been that of Senior Project Manager and I have taken specific 
responsibility for the management of the Review of the CSTP, a project conducted in two 
major stages over more than two years: a scoping stage and the production of the reviewed 
Training Package.  My work was overseen by the CEO, who in this context operated as 
Project Director. 
5. About the Community Services Training Package 
 
First endorsed by the National Training Quality Council13 of ANTA (NTQC) in 1999, the 
CSTP has set the benchmarks for the delivery of vocational education in the community 
services industry by establishing more than 40 qualifications at five levels within the 
                                                 
13 The National Training Quality Council advises the ANTA Board on quality assurance mechanisms to ensure 
system consistency, as well as on the development and funding priorities for Training Packages. The council has 
determinative powers to endorse national competency standards and Training Package qualifications. The 
council also provides policy advice on assessment and recognition matters, and on the development and 
maintenance of the National Training Information Service, and about endorsed competency standards, Training 
Package qualifications, accredited courses and registered training organisations. www.anta.gov.au  
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Australian Qualifications Framework (AQF), and incorporating more than 280 units of 
competency. 
The production of National Training Packages (NTP) is a complex process and while the 
outcomes of the project are visible (the product i.e. the Training Package), the process by 
which they are developed is not captured in any systematic way to inform future practice 
and continuous improvement.  ANTA has published a Training Package Development 
Handbook; however that document provides a style guide and focuses of technical guidance 
only rather than process issues including stakeholder management: merely stating that 
there must be appropriate consultation and validation.  The research project undertakes an 
analysis of the process that produced the CSTP 2002 (CHC02) and seeks to identify 
learnings that will inform future practice, with a specific focus on stakeholder management 
in the project.  The research focuses on the question of stakeholder management in the 
development and endorsement process, and identifies good practice and makes 
recommendations for future projects and for the enhancing the system of national Training 
Package development. 
  
Chapter 2 
 
METHOD OF INQUIRY 
 
I come to this research as a practitioner whose research practice is firmly embedded in the 
workplace.  The methodology employed in this research is one that derives from reflection 
on workplace practice and on a particular research project that I have managed.  I spent 
several months reading the literature on research methodologies and methods and 
discussions with my supervisor to formulate my research methodology.  I particularly read 
extensively on action research as a methodology that is regarded as particularly suitable for 
students in full time employment, as it is more relevant than other methodologies to 
reflection on work practices and to research conducted within a particular organisation.   
For this reason I have elected to adapt an action research methodology as the method of 
inquiry for this exegesis. The characteristics of action research as identified by Altrichter in 
the quote on the next page have particular resonance for me in describing the process that I 
undertook as a project manager and research student (or as Solomon poses the “worker – 
learner” or “learner – worker” quoted on p. 25) moving backwards and forwards between 
the workplace and the academy undertaking the spirals of cycles of planning, action, 
observing and reflecting.  At this point however, I found that the action research 
methodology did not quite meet my needs and I looked to adapting action research by 
adding historical, autobiographical and ‘reverse-anthropological’ perspectives. 
1. Reviewing the literature on action research 
The literature on action/practitioner research commonly assumes that the first and 
paramount outcome of the research is a change in practice – i.e. that the research is 
primarily evaluative and that outcomes are directed at practice within the micro world of 
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the individual researcher.  Kemmis and McTaggart provide a useful definition: 
  “Action research is a form of collective, self-reflective inquiry that participants in social 
situations undertake to improve: (1) the rationality and justice of their own social or 
educational practices; (2) the participants’ understanding of these practices and the situations 
in which they carry out these practices. Groups of participants can be teachers, students, 
parents, workplace colleagues, social activists or any other community members – that is, any 
group with a shared concern and the motivation and will to address their shared concern. The 
approach is action research only when it is collaborative and achieved through the critically 
examined action of individual group members.” (Kemmis, S. and McTaggart, R, 1988 p. 5) 
 
In terms of my research, while the workplace project that is the subject of my research was 
collective and self-reflective as it unfolded in the workplace, in order to achieve collective 
understanding and better project outcomes, the more removed reflection that is this 
exegesis does not possess those characteristics.  It has been a solitary process, 
notwithstanding lengthy and continuing discussions and reflections with my academic 
supervisor. 
Altrichter et al (2002) provide a working and pragmatic definition of action research 
developed by participants at the Brisbane International Symposium on Action Research in 
1989: 
“If yours is a situation in which 
• people reflect on and improve (or develop) their own work and their own situations 
• by tightly inter-linking their reflection and action; and 
• also making their experience public not only to other participants but also to other 
persons interested in and concerned about the work and the situation, i.e. their 
(public) theories and practices of the work and the situation; 
and if yours is a situation in which there is increasingly 
• data-gathering by participants themselves (or with the help of others) in relation to 
their own questions; 
• participation (in problem-posing and in answering questions) in decision-making; 
• power-sharing and the relative suspension of hierarchical ways of working towards 
industrial democracy; 
• collaboration among members of the group as a ``critical community’’; 
• self-reflection, self-evaluation and self-management by autonomous and responsible 
persons and groups; 
• learning progressively (and publicly) by doing and by making mistakes in a ``self-
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reflective spiral’’ of planning, acting, observing, reflecting, replanning, etc.; 
• reflection which supports the idea of the ``(self-)reflective practitioner’’; 
then yours is a situation in which action research is occurring” (Altrichter, H, et al 2003) 
 
Altrichter’s perspective is often presented diagrammatically as a spiral of cycles, each 
consisting of four phases in action research: (1) planning; (2) acting; (3) observing; and (4) 
reflecting.  In the world of the workplace-based practitioner, this cycle is familiar to those 
are engaged with quality management: the PDCA cycle – Plan – Do – Check - Act. This 
presentation of the concept both illustrates the continuous and iterative nature of the 
action research process that involves research and development, intellectual inquiry and 
practical improvement, reflection and action and also provides a working tool with which 
to manage action research.  
What is attractive about this perspective is that these phases of action research are directly 
applicable in the world of work to managing complex projects.  It is the very thing that a 
project manager engages with on a daily basis: developing and actioning the plan, gathering 
data on what is happening, analysing and reflecting on practice and taking corrective action 
if necessary.  So that to the workplace practitioner researcher, a methodology that straddles 
both worlds is a gift of some value.   
Bob Dick finds action research as particularly suitable for postgraduates who wish to 
improve their own work practice while they pursue a postgraduate qualification.  
… “action research profits from the use of a cyclical or spiral process in which the researcher 
alternates action with critical reflection.  I regard its cyclical/spiral process and pursuit of both 
action and research as defining characteristics of action research”. (Dick, B 2002) 
He further identifies that data-driven research provides an approach that  
“suits activists, managers and other people who wish to act on the world and understand how 
they do so to maximise the effectiveness of their actions.  Each turn of the action research 
spiral can contain data collection, data analysis, action planning, action, and evaluation: 
• data are interpreted as they are collected; 
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• interpretations are turned into action; 
• plans, which are then immediately acted on; 
• the results of the action can be reviewed immediately; and 
• though you will wish to revise later, you can capture on paper your conclusions as 
you develop them.” 
 
In a similar way to Altrichter, Dick captures the essence of what is involved in workplace-
based research where the cyclical process of alternating action with critical reflection can be 
applied immediately by the project manager to the tasks at hand. At the same time the 
workplace researcher is undertaking a reflective process that can be seen as a meta process 
over the multiple spirals of day to day action and reflection. 
While, such definitions and models of action research have been useful to me as a 
framework for reflecting on what it is I am doing, how I wish to organise the research and 
how to explain why I have pursued particular methodological paths, they do not of 
themselves entirely describe and frame the path I have decided to pursue. This is because 
none of the action research methodologies satisfactorily address the dual role of the work 
based action researcher who is engaged in paid [research] work AND academic research 
studies. 
I hold two positions in this research: One as project manager and one as an academic 
researcher/research student.  This involves two related cycles of action and critical 
reflection.  One cycle occurs when the project manager in the role of project manager, 
takes a step back and reflects on the immediate practical concerns of the project:  What is 
happening here? How do I fix it/ do differently/resolve issues and problems and to 
unblock barriers?.  The application of this reflection to the project is immediate and may 
be regarded as a process of formative evaluation.   
The second cycle happens when the project manager takes on the role of academic 
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researcher and in this role, stands further back and reviews the project and his own role in 
it from an historical perspective.  By standing further back, the project manager as 
academic researcher is able to view the project as part of a longer timeline and a wider 
socio-political context is able to see more of the timeline.  This larger picture enables the 
project manager to ask questions that go beyond the concerns of the day and enables the 
project manager to move from a position of insider analyst to outsider analyst/academic 
researcher.   
In this second role as academic researcher, the application of learning born of the 
reflection, is not necessarily to the immediate project, but perhaps in other times and in 
other places, and by other players, informed by the outcomes of the study as a 
documentation of research findings, rather than outcomes as agreed individual or local 
group action.  In this respect, the definitions and approaches of action research detailed 
above are of relevance to the project, but do not adequately describe my approach in which 
the time line for the application of the new knowledge to new practice is not immediate 
but rather elongated. 
It is interesting to muse on how my reading and active reflection on stakeholder 
management may have impacted on the Training Package review, particularly during the 
second stage.  What particularly struck me - a point also raised by the Project Director, was 
the impact of adopting a research perspective as a work tool.  As experienced managers 
who had been involved in public policy processes, the reading and reflection offered a new 
vocabulary to what we took to be everyday practice, and a broader theoretical perspective 
to practical/political questions of stakeholder management.  Accordingly I believe that the 
research project did in fact impact on the way that some stakeholders were managed, in 
particular the S-T ITABs, and added value to the process and perhaps achieved outcomes 
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that may not have otherwise been realised.   
A helpful approach to describing the learning process that straddles work in the different 
worlds of the project manager and the reflective practitioner / researcher is provided by 
Kolb (1984, p. 42).   
Figure 2:  Kolb’s Learning Cycle 
 
 
Kolb proposes that we arrive at knowledge through concrete experience, reflective 
observation of that experience, the development of abstract conceptualisation from the 
observation, followed by active experimentation based on that conceptualisation.  This 
model provides a framework to explain processes that were put in place, almost in a 
routine fashion, in the workplace project and in the research. 
The work of Solomon (2003, p. 8) can be seen to build on this work of conceptualisation 
by considering language used by worker-learners.  Her work has some resonance for me 
when she reflects that the language used by the worker–learner translates “statements that 
recount actions into statements that are more distant from the action.”  Solomon goes to 
reflect that this type of learning/action research reveals a different positioning of the 
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narrator in the world of work and in the academy: 
“This can be seen in the way the narrative does not read like a recount and the narrator, while 
still visible, is not always articulated through ‘I’ statements.  The worker and the nature of the 
work practices are evident but these have been translated into a language that abstracts the 
worker and the actions into a form of knowledge that speaks to academic readers.  It is in a 
language that is familiar and can be understood as academic discourse.  This can be seen in the 
way the grammar has moved the information from ‘doing’ processes (action verbs) to a 
packaging of clauses where the meanings come through the use of lexically dense noun groups 
… Furthermore, the key vocabulary items (that is, the nouns and verbs) are drawn from two 
fields of knowledge, the professional field … as well as a learning or educational one …  
Presenting the two fields together produces a hybrid text and is thus a sign to the academic 
assessor that the writer is positioning themselves as a worker-learner (or is it learner-
worker?)”. (Solomon 2003, p. 8) 
 
As a result of this experience in a dual reflective role (and the experience of articulating the 
experience to myself, I was drawn away from the literature on methodology and towards 
other literatures and richer metaphors – in which the how and why could hold true to my 
experience and to what it means for the research process.  Somewhat to my surprise I 
found the means to articulate my method of enquiry in the following passage from Gore 
Vidal’s Palimpsest: a memoir  
“A memoir is how one remembers one's own life, while an autobiography is history, requiring 
research, dates, facts double-checked.  I've taken the memoir route on the ground that even an 
idling memory is apt to get right what matters most.  I used to say, proudly, that I would 
never write a memoir, since "I am not my own subject".  Now I am not so sure.  After all, 
one's recollected life is just about all that's left at the end of the day when the work is done and 
gone, the property now of others. 
 
I may not have known well any of the characters in this drama, but I was certainly more 
interested in my view of them than I was in any view of myself, unlike so many diarists, 
memoirists, and self-invented fabulists.  Yet, reading their records, true or false, my own 
memory is stirred in a nonsequential way, which explains why I'm not going to start at the 
traditional beginning:  I was born ... ...In fact, I give away “Rosebud” in the next few pages, 
unlike Citizen Kane, where revelation comes at the end.  I also record daily life so that it can 
trigger memory, in the hope that the resulting narratives, impressions, sentences should make 
a pattern not visible to me now… 
. 
Title:  Palimpsest ... For years I’ve used this obscure word incorrectly.  Worse, I’ve always 
mispronounced it, not sounding the second s.  I have thought that the word was applicable 
only to architecture, like the wall of San Marco in Venice with its fragments of bas-reliefs, bits 
of porphyry, shards of ceramic, all set in plaster to form a palimpsest. 
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I have now just looked up the earliest meaning of palimpsest.  It is even more apt than I 
thought:  “Paper, parchment, etc., prepared for writing on and wiping out again, like a slate” 
and “a parchment, etc., which has been written upon twice; the original writing having been 
rubbed out.” This is pretty much what my kind of writer does anyway.  Starts with life; makes 
a text; then a re- vision - literally a second seeing, an afterthought, erasing some but not all of 
the original while writing something new over the first layer of text.  Finally, in a memoir, 
there are many rubbings-out and puttings-in or, as I once observed to Dwight Macdonald, 
who found me disappointingly conventional on some point, “I have nothing to say, only to 
add.” 
 
…I go back and forth between the present (now already past) to people and places that I knew 
long ago, duly noting along the way a number of familiar selves, some more real than others. 
 
Palimpsest: discrete archaeological layers of a life to be excavated like the different levels of old 
Troy, where, at some point beneath these cities upon cities, one hopes to find Achilles and his 
beloved Patroclus, and all that wrath with which our world began.” (Vidal 1995, pp. 5-6) 
 
When I read this passage, it had immediate resonance for me in articulating the nature of 
my methodology.  The concept of the palimpsest – the twice written on parchment – and 
the idea of going “back and forth between the present (now already past) to people and 
places …” - intersects with my methodology.  For example, when I read again the records 
of the project: minutes of meetings, correspondence, issues registers and the like, I am able 
to caste a fresh eye on them, being sufficiently distanced from the day to day exigencies of 
management.  I can see patterns that were not visible to me when writing the original 
documents and can discern different layers of meaning than those that were immediately 
apparent – and most pressing in the day-to-day life of the project.  With the benefit of 
‘twice-written reflections’ - I can therefore make new causal associations to (re)view and 
(re)write a narrative with a richness not immediately apparent – or possible in the original 
record (the first writing on the parchment). 
In the case of the present case study - of stakeholder management in the review of a 
Training Package - it would seem that if changed practice is an objective of the research 
effort, the first concern of the practitioner researcher needs to be the questions of how the 
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project was undertaken, why events unfolded as they did and how/whether the project was 
successfully concluded.  These questions – on which I focus on this exegesis, are the basis 
on which any question of changed practice can be considered. 
2. Adapting action research by adding historical, autobiographical 
and ‘reverse-anthropological’ perspectives 
In this regard, my work enquiring into the production of knowledge takes clues not only 
from action research, but also by adopting an historical perspective and an 
autobiographical approach, using the metaphor of the palimpsest.  It is in this way, by 
considering the interplay of actors, actions and consequences in some detail that new 
insights come into view that would be impossible to see but for the passage of time.  As 
Gore Vidal (1995) notes: 
“Starts with life; makes a text; then a re- vision - literally a second seeing, an afterthought, 
erasing some but not all of the original while writing something new over the first layer of 
text. … I go back and forth between the present (now already past) to people and places that I 
knew long ago, duly noting along the way a number of familiar selves, some more real than 
others”. 
 
For these reasons I argue that it is important to keep the questions of how and why 
together – as a means of knowing how selected practices contribute to the way actors 
respond to the process and what tools best address desired outcomes.  In other words, the 
research product or outcome is first and foremost the assembling of knowledge so as to be 
able to prosecute a case for a set of knowledge claims born of one’s work.  The second 
research product is the method itself - using a range of strategies to inquire into the 
knowledge claims and to reflect on what they could mean as actors and actions in the work 
and lives of stakeholders in this and other projects.  So, while changed practice may be an 
outcome of this research, it will not be because I have recommended new strategies and 
procedures, but rather because I have inquired into practice in one particular case, reflected 
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on outcomes – in that particular case, and laid out the results of that reflective work in this 
exegesis so that the reader might employ the reflective methodology to address the how 
and why of their own projects and come up with their own strategies for change.   
In the context of the Gore Vidal perspective, I have been able to review the methodological 
models I initially analysed and amplify the relationship between each model and the 
approach I have adopted. 
The work of Kemmis & McTaggert (2000, pp. 577-9) leads me to propose that the answers 
to the question of method in practitioner research centre on articulating the multiple 
perspectives reflected in the research effort and outcomes.  They identify five traditions in 
the study of practice: 
1. Objective studies of the individual 
2. Objective studies of the social 
3. Subjective studies of the individual 
4. Subjective studies of the social 
5. Practice as reflexive. 
For my purposes, the most relevant discussion is that on practice as reflexive. 
“In this view of practice, practitioners regard themselves explicitly as engaged in action 
that makes history and they are likely to regard research as a process of learning 
from action and history – a process conducted within action and history, not standing 
outside it in the role of recorder or commentator, or above it in the role of conductor or 
controller. 
“…this fifth tradition is of special interest to those who want to change practices through their 
own efforts … It is a tradition in the study of practice that aims to make explicit connections 
across the dimensions of “objective” and “subjective”, the focus on the individual and the 
focus on the social, the aspects of structure and agency and the connections between the past 
and the future. 
The significance of the word “connections” here deserves special notice.  The study of a 
practice as complex as the practice of education or nursing, or public administration (to give 
just a few examples) is a study of connections – of many different kinds of communicative, 
productive and organisational relationships among people in socially, historically and 
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discursively constituted media of language (discourse) work and power – all of which must be 
understood dynamically and relationally. And we should recognise that there are research 
approaches that aim to explore these connections and relationships be participating in them 
and, through changing the way people participate in them, to change the practice, the way it is 
understood and the situations in which the practice is conducted” (Kemmis & McTaggert, 
2000, pp. 577-9). 
 
The researcher as project manager is right inside the project with interests that actively 
shape the project outcomes.  As a project manager, the researcher also steps back from the 
project – still in the role of project manager, to reflect on what is happening in order to 
work out how to correct, speed up, steer in another direction, unblock bottlenecks or solve 
problems.  In this slightly removed role, the researcher as project manager is likely to ask 
questions about cause and consequence that go beyond the central concern of the project 
manager to achieve stated project objectives and move into the realm of researcher as 
reflective practitioner and insider/outsider analyst. 
Van Woerkom et al (2002) identify a number of elements that construct critical reflective 
working behaviour (as opposed to the reflective behaviour characteristic of action 
research).  Their research indicates that it seems to be a “construct consisting of six 
dimensions, namely reflection on oneself in relation to the job, critical vision sharing, 
challenging groupthink, asking for feedback, experimentation and awareness of 
employability”.  They see reflection is a mental activity, aimed at examining one’s own 
behaviour in a certain situation.  The importance of reflection was demonstrated by 
statements from respondents in their research like ``reflecting on the whys and 
wherefores’’ ``Why are things organised like this? Can the work be done more efficiently? 
Why do I work like this?’’  They posit that reflection also leads to “consciousness of 
undesirable matters (for example work routines, communication deficiencies, mistakes, 
problems, lack of motivation).  Instead of denying these undesired matters, they are 
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interpreted as something positive, namely as source for improvement or learning”.  This is 
a key element of any definition of a learning organisation. 
Van Woerkom (quoting Schoen) goes on to distinguish between reflection-on-action and 
reflection-in-action.    
“Reflection-in-action is a kind of experimenting.  When someone reflects in action he becomes 
a researcher in the practice context.  He is not dependent on the categories of established 
theory and technique but constructs a new theory of the unique case.” 
 
However, at this point of stepping back from the day to day, the researcher is poised to 
take a journey into a different form of knowledge production from that experienced in the 
role of project manager.  In this new productive realm, knowledge is judged not only by its 
utility in the everyday world of political economy, but by its capacity to reveal what 
would otherwise lay hidden within the black box of finished paid work or discarded in the 
process of cascading down from multiple sources of input to an agreed single product. 
When the erstwhile project manager becomes a student, the insider/outsider role provides 
a unique combination of perspectives and dilemmas.  So much can be known and at the 
same time lost in the fog of taken-for-granted practice.  Accordingly, a project 
manager/practitioner researcher/student needs special analytical tools to break through 
boundaries of common sense.  To some extent, these tools will be those of the 
anthropologist or ethnographer, but used in reverse – instead of making the strange 
familiar by creating common classifications, the task is to make the familiar strange by 
looking at it through a different prism – thus throwing it into a new light. 
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3. The reverse-anthropology effect 
This is what Foucault does in the preface to “The Order of Things” where he cites a section 
from the Borges “Encyclopaedia of Strange Animals” and talks of: 
“the laughter that shattered ... all the familiar landmarks of my thought - our thought' on 
reading of an extraordinary taxonomy of animals drawn from a passage of Borges. The 
animals are classified into the following categories:  
(a) belonging to the emperor, (b) embalmed, (c) tame, (d) sucking pigs, (e) sirens, (f) fabulous, 
(g) stray dogs, (h) included in the present classification, (i) frenzied, (j) innumerable, (k) drawn 
with a very fine camel hair brush, (l) et cetera, (m) having just broken the water pitcher, (n) that 
from a long way off look like flies” (Foucault, 1973, p. xv). 
 
In this case, the laughter happens as we struggle to ontologically and epistemologically 
accommodate an impossible taxonomy.  The laughter ‘shatters’ the wall of ontic-epistemic 
familiarity when we realise that the impossibility of the taxonomy is born of our own 
(equally strange) taxonomies, whose strangeness has been smoothed over by familiarity and 
acceptance: not by any transcendent value embedded in the classification itself.  The ability 
to both live within and know the taken for granted as strange is an essential tool for the 
participant researcher for in so doing, ordinary and usually overlooked action assumes its 
proper significance as a player in the scheme of things.  For example – the routine and 
mundane process of a meeting can be rendered strange by simply telling – in careful detail, 
what happened - who did what, how they did it and with what consequences.  The 
ordinary may then become strange and the practitioner researcher is better able to find and 
make new meaning out of everyday practices, and can start to address the “why” of the 
project in a different light. 
My approach to defining and elaborating on an appropriate method may be addressed in 
the following manner. 
Having managed a complex national project, I reflected on the project – how I did it, how 
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different stakeholders responded, how I managed a diverse range of stakeholders and views, 
etc.  This reflection involved simultaneously holding in frame, my position as project 
manager, and my position as research student, and using a range of methodological tools to 
enable five elements of the project and the story of the project to come together: 
1. Multiple Voices: 
 Add other perspectives to the story of the project and the way meaning was 
made by different participants (by analysing documents, interviewing 
participants, etc). 
 My own three voices: as myself the project manager, myself the narrative 
historian and myself the researcher. 
 To add other personal perspectives of which I may not have been 
consciously aware while in the cut and thrust of life in a major project (by 
re-reading material such as correspondence, emails, reports, diaries, minutes 
etc other data; by listening again to recordings of teleconference meetings 
etc) and reflecting on their meaning. 
2. Classification and ordering 
 Sift, sort and collate data (by asking key questions and interrogating the data) 
 Select data (by construction of a narrative framework) 
3. Reflecting 
Throw light on or highlight what might otherwise have been taken for granted (ways of 
knowing and theorizing about social action) 
4. Make connections, and  
5. Tell a story in a way that resonates and helps the reader see what I see (by illustrating 
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the story with the use of metaphors)  
The way in which I have adapted an action research model to accommodate my particular 
circumstances as a project manager and academic researcher, and to keep the multiplicities 
of the exercise in perspective, is illustrated and summarised in Table 1 below. 
Table 1:  A Framework for articulating workplace and academic research 
 Research Context 
Key considerations Workplace Academy 
Project manager 
 
Research student 
 
The role of the researcher 
Participant 
 
Researcher 
The discursive field and its 
vocabulary 
 Work practice 
 Strategy 
 Planning 
 Project plan 
 Outcomes / Product 
 Writing for different and 
multiple audiences and 
purposes (style is journalistic, 
economical, clear, sparse, 
unambiguous) 
 Reflective practice 
 Research  
 Theorising 
 Methodology  
 Research Report  
 Writing for one audience 
(style is discursive) 
The desired outcome of 
the research effort 
 National Stakeholder input and 
a working consensus on the 
new Training Package 
 State Training Authority 
support  
 A new Training Package 
 NTQC endorsement 
 A story about what 
happened  
 An analysis of how and 
why 
 Knowledge that may 
contribute to improved 
practice of self and of 
others 
 Knowledge that may 
contribute to improved 
processes in the Training 
Package production cycle 
by influencing any re-
engineering of the “system” 
Practical questions about 
outcomes 
 How to secure stakeholder 
input and to reach consensus 
 What does it all mean? 
Methodological questions   What tools are needed to secure 
stakeholder input and 
consensus 
 What tools are needed to 
interrogate actors (both 
data and people) and to 
formulate questions and 
answers about how and 
why. 
Method  Project plan incorporating a 
stakeholder management plan 
 Research methodology 
comprising: 
 Interrogation of data 
and people,  
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 Research Context 
Key considerations Workplace Academy 
 Reflection in the 
context of multiple 
stakeholder 
perspectives,  
 Literature on public 
administration and 
stakeholder 
management and  
 Theories to inform 
analysis 
4. Data Collection 
All data was collected in the course of my work as Project Manager.  All input from 
stakeholders was published on the CSHTA website. The majority of primary data used in 
the exegesis was therefore from published sources, and its authors made aware by CSHTA 
of the fact of publication and the ability of multiple uses of that material – in the review 
and subsequently by multiple users inside and beyond the scope of the review.  Any 
unpublished material owned by CSHTA was used with their express permission.  .In 
addition, throughout the project I kept a journal to record events, meetings, telephone 
conversions and the like.  I also used the journal as a tool for personal reflection and for 
reflection with the both the CEO of CSHTA and with my academic supervisor. 
 
5. Limitations of the study 
This is an in depth case study of one Training Package review project and the extent to 
which the findings about stakeholder management can be applied to other Training 
Package reviews will be limited by the cultural and political relations within different 
industries.  For example, the community services industry is a consultative industry where 
meetings and participatory forms of consultation are part of the cultural norm.  These 
forms of participatory consultation may not be relevant or appropriate in other industries; 
however the finding that open, transparent consultation processes as a key stakeholder 
management strategy is likely to have wide application.  This exegesis makes no claim for 
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applicability in other industry areas but offers a reflective framework for other project 
managers in other industry areas.
  
Chapter 3 
 
DEFINING STAKEHOLDER MANAGEMENT  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
What was happening here?  The primary purpose of the meeting was to seek agreement to 
form an Industry Reference Group and on representation.  The Deputy Chair and CEO of 
the CSHTA14 addressed the meeting and clarified any issues about the upcoming review of 
                                                 
14 The Director nominated by the Health Services Union of Australia 
A vignette 
In January 2000 CSHTA convened a meeting of aged care industry stakeholders 
with a purpose of forming an industry reference group to provide CSHTA with 
ongoing advice at a national level.  Approximately 20 people attended the meeting 
including representatives from:  
• the employers (Aged and Community Services Australia (ACSA) – the 
charitable and not for profit peak - and Australian Nursing Home and 
Extended Care Association (ANHECA) – the for profit peak);  
• the unions (the Australian Nursing Federation, Health Services Union of 
Australia, Liquor Hospitality and Miscellaneous Workers Union); 
• consumer representatives (Alzheimer’s Association and carer’s 
Association) 
• the primary funder – the Commonwealth Department of Health and 
Ageing 
• the regulators – the Aged Care Standards and Accreditation Agency and 
the state and territory Departments of Health. 
It should be noted that all these organisations sent their CEO or another executive 
level staff member, that is, someone who could make decisions and give 
commitment on the day. 
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the aged care qualifications and the proposal to establish an IRG as a moderation 
mechanism for feedback received during the review process.  First there was agreement that 
an IRG needed to be formed and terms of reference were agreed.  Following this initial part 
of the meeting, the participants requested a break and the caucusing commenced.  The 
players were all well experienced and senior staff.  When the meeting reconvened the issue 
of representation was addressed.  It was agreed that the industrial parties would all be at the 
table; that the consumer representatives would participate but have no sign off right, that 
the interests of the state Departments of Health (as regulator and employer) would be 
represented by Queensland Health, and that the Commonwealth Department of Health 
and Ageing would participate as an observer. 
Once the representation issues were agreed, the meeting proceeded to identify issues that 
needed attention in the review. 
The salient components of the narrative here are these: stakeholders were identified and 
engaged; their role and operations (decision-making framework) were agreed (terms of 
reference), agreement was reached that the right people were representing the interests of 
the industry and the ongoing operational arrangements that provided for members to 
facilitate communication with their constituents were agreed.  This is the work that is 
involved in managing process, managing relationships and tapping into the collective tacit 
knowledge that underpins a complex process. 
How does this process stand up against good practice as identified from the literature? 
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1. The literature 
The literature of stakeholder management originated in the theory of the firm and was 
concerned with management of stakeholders in relation to value.  The principles of 
stakeholder management have subsequently been applied in the public policy and political 
arenas.  However, in this regard there is a significant difference between the private and 
public sectors:  accountability.  Private sector organisations are accountable to their 
shareholders.  Public sector organisations are accountable in the final instance to 
Parliament.  The processes of accountability are quire different and in the literature of 
public policy, stakeholder management is reframed into notions of public participation and 
accountability to “the community”.  This is an interesting development whereby 
bureaucrats in particular have a dual responsibility to their Minister (and to Parliament) 
under the Westminster tradition, and to “the community”.  This literature and notions of 
public participation is discussed later in this chapter. 
Most writers on stakeholder management reference Freeman (1984) as a seminal writer on 
this topic.  His research focuses on company stakeholders.  He defined a stakeholder as 
“any group or individual who can affect or is affected by the achievement of an 
organization's objectives”.  Specifically, Freeman suggests that firms should identify their 
direct and indirect stakeholders and manage those relationships by making trade-offs 
between its goals and the goals of its stakeholders.  He saw the firm as surrounded by 
clearly identified and separable stakeholder groups engaged in a continuing dialogue with 
the firm.  Shareholders or stockholders are seen as one of the range of stakeholders.  The 
“stake” that stakeholders have is identified as equity, economic or influencer, and the 
power that they wield as formal or voting power, economic power or political power (Key 
1999). 
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Freeman and Liedtka (1997) identify four principles of stakeholder management to guide 
managers to achieve lasting success for the organization and the constituents it serves.  
1. The principle of stakeholder cooperation-value is created because stakeholders 
(customers, employees, suppliers, financiers, and communities) can jointly satisfy 
their needs and desires.  
2. The principle of complexity claims that human beings are complex creatures capable 
of acting from many different values. Many of our values are jointly determined and 
shared and the complexity that arises from the synergies created by diverse 
professional and personal values may lead to the development of new products and 
services. 
3. The principle of continuous creation sees the enterprise as an institution for value 
creation. Cooperating with stakeholders while motivated by values leads to the 
creation of new sources of benefit for stakeholders through the emergence of 
creativity and innovation.  
4. The principle of emergent competition-competition arises in a relatively free and 
democratic society because stakeholders have options.  Competition becomes the 
ability to manage the tension created by the simultaneous cooperation and 
competition between stakeholder groups.  
Gilmartin (2001) considers that the relationship-based approach of stakeholder 
management provides a framework to guide decision-making and organizational response 
to internal and external changes in the management environment.  A stakeholder-managed 
approach to internal and external relationships may lead to the creation of collaborative 
ventures, the expansion of professional roles, and the development of cultures that value 
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quality and service.  
Szwajkowski (2000) identifies a number of principles to guide management of stakeholders. 
Principle 1: Managers need to acknowledge and actively monitor the concerns of all 
legitimate stakeholders, and take their interests appropriately into account in decision-
making.  The first requirement is an awareness of the existence of multiple and diverse 
stakeholders, and an understanding of their involvement and interest in the corporation.  
Stakeholders fall into three main categories:  
1. Those who are readily identified (investors, employees, customers) because of their 
express or implied contractual relationship to the firm.  
2. Those who identify themselves because of the impact, positive or negative, of the 
firm's activities on their own well-being.  
3. Those third parties who may claim a stake in the firm when no such relationship, in 
fact, exists.  
Principle 2:  Managers need to listen to and openly communicate with stakeholders about 
their concerns and contributions, and about the risks that they assume because of their 
involvement.  Communication and dialogue is critical.  However, engaging in dialogue 
does not constitute a commitment to collective decision-making.  Managers being open 
about critical decisions and their consequences, and understanding and appreciating the 
perspectives and concerns of affected parties, may assist satisfactory resolution of 
problematic issues. 
Principle 3:  Managers should adopt processes and behaviours that are sensitive to the 
concerns and capabilities of each stakeholder constituency.  Stakeholder groups differ not 
only in their primary interests and concerns, but also in their size, complexity, and level of 
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involvement with the corporation. They are dealt with through a variety of means ranging 
from formal or legal mechanisms, to advertising, public relations, or press releases; and 
through official proceedings and personal contacts.  The mode of contact, type of 
information presented, or the opportunity for dialogue, may vary between different 
stakeholder groups.  
Principle 4:  Managers should recognize the interdependence of efforts and rewards among 
stakeholders, and should attempt to achieve a fair distribution of the benefits and burdens 
of corporate activity among them, taking into account their respective risks and 
vulnerabilities including the effects of uncertainty and change over time.  Special efforts 
may be required to demonstrate stakeholder interdependence and the collaborative nature 
of the enterprise to stakeholders. 
Principle 5:  Managers should work cooperatively with others to ensure that risks and 
harms arising from activities are minimized. 
Managers need to be proactive in developing contacts with relevant groups and in forging 
coalitions to reduce harmful impacts through multiparty cooperation.  Disclosure 
encourages stakeholders to be collaborative, rather than confrontational, in treating 
concerns.  
Principle 6:  Managers need to acknowledge the potential conflicts between their own role 
as corporate stakeholders, and their responsibilities for the interests of all stakeholders, and 
address such conflicts through open communication, appropriate reporting systems and, 
possibly, third party review.  Again, disclosure allows stakeholders to be aware of the 
nature of the conflict, and provides decision makers with the flexibility to determine 
whether the issues warrant action. All parties are then accountable for the choices. 
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The principles articulated above provide a useful framework for guiding stakeholder 
management.  What then is the process for operationalising these principles?  For most 
writers on this issue, the first step is to conduct a stakeholder analysis.  Vinten (2000) 
suggests several approaches for conducting a stakeholder analysis: 
1. Map stakeholder relationships. 
2. Map stakeholder coalitions. 
3. Assess the nature of each stakeholder interest. 
4. Assess the nature of each stakeholder's power. 
5. Construct a matrix of stakeholder priorities. 
6. Monitor shifting coalitions. 
Key questions to be answered by managers as they attempt to assess the extent of 
stakeholder interests and rights are: 
• Who are the stakeholders? 
• What are their interests and/or rights? 
• What challenges and/or opportunities do they present? 
• What responsibility has the organisation to each group, i.e. economic, legal, and 
ethical? 
• What strategies and/or actions are best designed to manage these challenges or 
opportunities, i.e. direct or indirect dealing, reactive or proactive response, offensive or 
defensive posturing?  
• Whether the response should be accommodating, negotiating, manipulation, resistance, 
or a combination? 
Nwankwo and Richardson (1996) take a more political perspective and see political 
strategy competence as a key component of the successful organisational leader’s toolkit.  
They identify activities that managers may undertake to make strategic decisions: 
• establishing an appropriate political leadership mind-set; 
• mapping stakeholders and their political positions; 
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• assessing stakeholder power bases, coalitions and their generic political strategies; 
• undertaking force-field analysis; 
• devising political bargaining strategies and change-resistance reducers; 
• understanding stakeholder aspirations and associated change levers; 
• devising counter moves to counter moves; and 
• planning negotiation strategies and tactics. 
The organization is viewed as a political arena.  Successful leaders who those are able to 
employ multiple views of organizational reality.  The pluralist view of organizational 
reality assumes that stakeholders engage with the organization to satisfy personal 
aspirations and that because different people want different things from the organization, 
conflict and “politicking” are natural aspects of organizational life.  People seek to 
influence organization activity towards achieving outcomes that satisfy their ambitions.  
Political success for one stakeholder or stakeholder group implies that other stakeholders 
“lose out” and receive less of what they want. 
The unitarist view assumes that organizational reality is one of common-interest co-
operation rather than continuous political battling.  People associate with an organization 
“winning” individually and collectively, through their collaboration.   
The reality is one of both collaboration and competition:  successful leaders and managers 
act as the occasion demands, sometimes “fighting” and sometimes “collaborating”: 
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Figure 3:  Political Rationality Enhancing Activities  
(Nwankwo & Richardson 1996) 
2. Stakeholder Management and Public Policy 
In the introduction, National Training packages were identified as a policy tool:  a tool to 
facilitate the implementation of policy and a way of managing across lines of institutional 
authority in a large and dispersed jurisdiction.  Specifically they do the work of 
organisation and control and enable industry to articulate its training needs by specifying 
performance benchmarks defined as real, measurable work outcomes.  It is therefore 
important to discuss the nature of (public) policy and situating stakeholder management 
within that context. 
The UK Comptroller and Auditor General (2001) defines policy as “the translation of 
government's political priorities and principles into programmes and courses of action to 
deliver desired changes”.   
In modern political life, the demand for citizen participation in public policy making is 
widespread.  There is an expectation that citizens will have a direct say in important policy 
making, not just through members of parliament.  This expectation assumes that power is 
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shared between “the governed and the government” (NSW Cabinet Office 1998).  Large-
scale social movements such as the environmental movement have successfully advocated 
for citizen involvement in public policy.  This has proved challenging for politicians and 
bureaucrats.  However, citizens now expect that government will engage in dialogue with 
those affected by a policy option.  In many of the documents produced by government 
citizens are identified as key stakeholders, or rather, the stakes of sub-sets of citizens are 
identified though stakeholder analysis. 
2.1. The Policy Practitioners: the policy about policy 
In the public policy domain there is no agreement on the meaning of participation by 
stakeholders in policy process.  It is a contested concept: There is disagreement over what it 
may mean, and how it should work.   
“Participation is a political label rather than an agreed technical process … It implies an 
interactive process between members of the public, individually or in groups, and 
representatives of a government agency, with the aim of giving citizens a direct voice in 
decisions that affect them. … its function is largely ideological: it confers a stamp of approval 
on whatever it names.” (Munro-Clark 1992). 
In its research, the OECD (OECD 2001) has identified a number of complementary 
activities that reflect a continuum of participation processes: 
Information:  Government disseminates information on its own initiative – or citizens 
access information upon their demand - information flows in one direction from 
government to citizens. 
Consultation:  Government asks for and receives citizens’ feedback on policymaking. 
Government defines whose views are sought on what issue during policy-making. This 
creates a limited two-way relationship between government and citizens. 
Active participation:  Citizens actively engage in decision-making and policy-making. 
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Citizens take a role in the exchange on policy-making.  Responsibility for policy 
formulation and final decision rests with the government.  Engaging citizens is an advanced 
two-way relation between government and citizens based on the principle of partnership. 
With increasing demands for greater openness and transparency, governments are now 
increasingly seeking to strengthen these interactions. In recent years, central agencies of 
government have seen the need to issue guidance about good practice in policy 
development including participation and stakeholder management (Bullock 2001; ANAO 
2001; UK Home Office undated; UK Cabinet Office 1999; National Audit Office 2001; 
Secretary of State for the Home Department 2001; UK Cabinet Office 2000).  Some 
common themes emerge from these publications. 
Consulting stakeholders is important in testing whether a policy is likely to work in 
practice.  It is critical that consultation is extensive and that all major stakeholders are 
consulted.  If only well-organised stakeholders are consulted those who are less well 
organised may become marginalised because they may not be able to express their views so 
effectively. As a result, policy may be less effective as it reflects only the interests of well-
organised stakeholders.  The UK National Audit Office research revealed that agencies 
considered that "We've been too ready to talk to the people we've always talked to on a given 
issue." (NAO 2001).  
Increasingly innovative approaches to consultation are being adopted.  A range of 
consultative techniques is being used, combining more targeted and direct consultation 
with key stakeholders with more traditional types of written consultation.  Consultation is 
increasingly being used in policy formulation and development, rather than waiting for a 
fully worked up policy to be developed, which then goes to consultation with external 
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stakeholders.  These innovative approaches also involve the use of information and 
communication technologies such as email, Internet, online databases, multi-media and 
interactivity. 
The Australian National Audit Office (2001) has developed the following checklist to guide 
consultative processes: 
; Are the objectives of the consultation process clear? 
; Is the consultation process clearly linked to when and how a decision will be made? 
; Has an appropriate information, consultation, partnership, delegation or control 
strategy been developed? 
; Does the consultation timetable allow sufficient scope for meaningful input and 
consideration? 
; Are the resources to be committed to consultation commensurate with the 
importance of the problem? 
; Have all relevant stakeholders been identified and included? 
; Is appropriate access provided to the consultation process? 
; Has feedback from consultation been incorporated into policy advice? 
; Is the advice consistent with the public interest? 
The ACT Government (Chief Minister’s Department 2001) developed similar guidance, 
and includes specific advice about inclusion of specific groups such as Indigenous people, 
people from linguistic and culturally diverse backgrounds, older people and others. 
2.2. The form of consultation 
As indicated above in the OECD guidance consultation may take a number of forms along 
the information – consultation – active participation continuum.  It is important that 
appropriate forms of consultation be considered as the form can affect resource allocation, 
determine the engagement and voice opportunities for different stakeholders, determine 
what information is delivered, shape an issue and determine the pathway to resolution and 
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affect the final policy formulation and its outcomes. 
There are a myriad of forms of consultation that may be chosen depending on the outcome 
required:  steering committees, expert reference groups, surveys, focus groups, advisory 
committees, personal consultations, drafts for written comment, information campaigns. 
2.3. Issues management 
One of the key reasons for consulting is to identify issues that impact on policy.  These 
issues need to be managed during the policy process.  This requires managers to undertake 
a number of tasks.  They include: identifying or defining issues, weighting issues for 
importance or urgency, undertaking political and substantive analysis of the issues, 
implementing process controls to ensure due process to stakeholders, relating issues to 
others and to the overall framework and tracking issues and providing feedback to 
stakeholders. 
2.4. Risk management 
A risk management strategy is essential for managing resistance and addressing tensions in 
multi-level, multi-actor systems such as complex projects.  “Organisational players 
experience different frames of reality and face different organisational forces that drive 
their interactions and behaviours (Trader-Leigh 2001). 
AS/NZS 4360:1999 Risk Management  (Standards Australia 1999) is instructive and 
identifies a number of actions that can be taken to minimise risks: 
• Identifying risks and assessing against existing controls 
• Analysing risks and examining likelihood and consequences 
• Assessing and prioritising risks (acceptable/unacceptable, degree of control over risk, 
cost impact, benefits and opportunities presented and ranking for treatment) 
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• Treating risks (avoid, reduce, transfer, accept). 
The critical element in managing risk is that it needs to be integrated into all project and 
policy processes, not dealt with as a stand-alone activity. 
2.5. Towards good practice? 
The art of effective stakeholder management is to ensure that the primary stakeholders 
achieve their objectives and that other stakeholders are dealt with ethically and are satisfied.  
The following are identified as elements of good practice: 
• Emphasising realistic, outcomes base objectives to achieve clarity of purpose 
• Acting professionally by appreciating the end users situations and needs (i.e. clarity 
about the primary stakeholders and their needs) 
• Ranking stakeholders fairly according to legitimate claims and interests 
• Developing appropriate, clear communicative styles and beware of being captured by 
powerful, articulate groups  
• Examining the opportunities and threats provided by stakeholders:  to be flexible and 
hear multiple voices; reflect and analyse continually 
• Integrating risk management into all aspects of the process 
• Adopting forms of participation appropriate to the range of stakeholders and their 
needs 
• Actively communicating with stakeholders and managing issues that arise 
 
 
The literature review has given new insight into the processes adopted in the Review and a 
vocabulary to analyse these processes.  It has enabled me to consider the workplace project 
through a number of lenses.  In following chapters, the elements listed above will be 
unpacked in some detail in the context of the current project (the Review of the CSTP) and 
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considered in the light of three key strategies adopted: representation, transparency and 
communication.  
  
Chapter 4 
 
THE POLICY CLIMATE FOR THE REVIEW 
 
In order to understand the complexities that informed the project design it is important to 
situate CSTP project in the context of the community services industry.   
1. Community Services: An Industry in Flux 
In the introduction to the CSTP Qualifications Framework CHC02, CSHTA has provided 
an analysis of the industry (CSHTA 2003).  This analysis is the product of the research 
process conducted in the scoping stage of the review i.e. stage 1.  It involved analysis of 
policy documents, statistics and surveys of key industry groups such as government, 
employers and unions.  Of particular concern to the project team was the analysis of policy 
as it “hit the ground” – how were service delivery models changing as a result of policy?  
What did this mean for the design of work and the design of jobs?  It states that the 
community services industry in Australia is in the midst of significant changes that are 
redefining the workforce and the training needs of the industry.  The Community Services 
industry is growing rapidly in most sectors, building on a current paid workforce base that 
accounts for approximately two percent of the total Australian labour force. This is leading 
to an increased demand for skilled workers. 
The Commonwealth and State/Territory governments are the major funders (or 
purchasers) of community services, but service delivery is predominantly characterised by 
small, community- based businesses.  There is no national/State/Territory network of 
employer bodies to cover these businesses, as found in other industries.  This is key 
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stakeholder management issue15 that creates some challenges in conducting industry-wide 
research. 
Employment Distribution 
The breakdown of the industry by organisation type is 43% childcare services; 28% 
residential services; and 29% non-residential services. 
Total industry employment at June 2000 was 558,669 (269,000 employees and 276,333 
volunteers) (ABS 2001):  
• 31% of paid employees work in nursing homes (approx .11% of total community 
service organisations) and  
• 29% in non-residential services (28% of total community service organisations) 
• 77% of volunteers work in the non-residential service area. 
Again the level of volunteer employment, particular in the smaller, non-residential services 
NGOs, adds complexity to any consultation process. 
Policy Drivers demanding change in the industry 
Since the early 1990s, there have been policy, administrative, economic, consumer and 
community changes that have affected both work roles and the skill profiles of workers.  
Providing services within this changing environment calls for a fluid, multi-skilled 
workforce with flexible, broadly applicable skills, and capable of working in multi-
disciplinary and/or multi-cultural teams  
1. Emphasis on Enhancing Community Capacity 
Policies like the Commonwealth Government’s Strong Families, Strong Communities and 
the Prime Minister’s Community Business Partnership aim to promote and support 
business, family and community involvement in social partnerships.  These policy thrust 
                                                 
15 Many of the larger non-government service delivery organisations are members of the Australian Chamber of 
Commerce and Industry (ACCI)  (through their state branches).  However, many smaller NGOs would not 
regard ACCI as an appropriate advocate for their interests. 
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are reflected in program design at State level (e.g. Families First in NSW).  Indigenous 
health and wellbeing is a major focus of community capacity building initiatives. 
2. Contracting Out of Services 
The public sector is declining as an employer of certain workforce classifications resulting 
from the trend to contract out services that were formerly provided internally (e.g. case 
management, brokering); and in many community service organisations ancillary functions 
such as cleaning, food preparation, laundry and stores and other functions may be 
outsourced. 
3. Focus on Prevention/Early Intervention 
Prevention and early intervention strategies are perceived as the most efficient and effective 
means of contributing to enhanced social outcomes.  They focus on: 
• The importance of early childhood development; the needs of families with young 
children; improving marriage and family relationships; balancing work and family 
responsibilities and helping young people in positive ways 
• Enhancing the long-term prospects of children from ‘at risk’ families through 
improving their health, social, educational and labour market prospects 
• Key transition points and pathways 
• Helping communities develop their own solutions to problems 
• Healthy living, autonomy, and participation and social cohesion. 
These strategies have a direct impact on service delivery models and consequently the 
design of work and jobs and the skills required of workers. 
4. Trend towards performance measurement 
The trend towards performance measurement and factors such as population growth, 
advances in knowledge and technology, and changing expectations concerning appropriate 
service levels have placed pressure on governments to find more effective and efficient ways 
to provide services.  In response, governments have adopted a range of management 
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practices, including the use of strategic plans that identify goals and objectives, the 
outsourcing of non-core functions, increased focus on client needs, and greater 
accountability for outcomes. 
“The introduction of competition and the creation of quasi-markets in the delivery of 
community services have been seen as a way of increasing efficiency and improving consumer 
choice. Output and outcome-based funding is being introduced in many Australian 
jurisdictions, often within formal frameworks laid down by treasuries and coordinating 
departments.  Under output-based funding, government funding of service provider agencies 
is linked, at least in part, to the number of units of service output purchased. Under outcome-
based funding, funding is provided on the basis of outcomes achieved.  Under these funding 
models, agencies compete for funding on the basis of cost efficiency and cost-effectiveness of 
their service provision.” (AIHW 2001). 
The changes outlined above have presented significant challenges for community services 
organizations and their staff all levels.  These changes, together with the reaction of 
community services employees have implications for the CSTP project for both content 
and process issues.  Consultation in the community services industry is challenging for a 
number of reasons.  The most significant reasons are that a large number of the 
organisations in the industry are small (e.g. almost 80% of non-residential care services 
employ less than 20 people) and there is a cultural expectation for face-to-face consultation.   
2. The Community Services Training Package  
The CSTP sets the national benchmarks for the delivery of vocational education in the 
community Services industry.  The Community Services Training Package 1999 (CHC99) 
comprised 41 qualifications organised into nine sectors:  Aged Care, Alcohol and Other 
Drugs, Community Work, Child Protection, Juvenile Justice, Children’s Services, 
Community Housing, Disability, Mental Health (non-clinical) and Youth Work.   
Training Packages are given unique codes as national identifiers:  “CHC” identifies 
Community Services and the “99” refers to the year of endorsement by the NTQC.  
Within Training Packages, units of competency are also allocated codes.  In CHC99, there 
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are streams of “common competencies”  (ORG – organisation; COM – communication; 
CS – client service) and then streams of specialist competencies (AOD - Alcohol and Other 
Drugs; AC – Aged Care; DIS – Disability and so on) reflecting the various sectors 
identified.  Each qualification advises packaging rules that stipulate the mix and 
combination of common and specialist competencies.  The specialist competencies would 
normally indicate a specialisation reflected in the qualification title. 
The notion of naming and industry and its sectors is an interesting one.  It is a term that is 
used in many industries to describe divisions or categories with an industry.  In the 
community services industry, some years ago the sectors would have broadly been 
described as “welfare work” (e.g. alcohol and other drugs support work, mental health 
support work, family support work, housing work) and “care work” (e.g. child care, aged 
care, disability, out-of-home care). 
Some participants in the CSTP review mused about whether CHC99 has actually given the 
sectors indicated in parentheses above, an individual identity that they did not formerly 
possess.  Since CHC99, we have seen some new employer peak organisation emerge at state 
levels, for example in the AOD and mental health area, which are involved in service 
improvement processes such as developing and implementing service standards.  Others 
have remarked in relation to childcare, that “TAFE created the sector”.  What they mean is 
that when funded childcare was introduced as a policy imperative to increase women’s 
participation in the workforce, there were no standards or qualifications.  TAFE, in its 
then monopoly position as a VET provider, designed and delivered the various Associate 
Diplomas in Child Studies within a liberal humanist education framework.  When 
childcare became more strongly regulated through licensing arrangements, the regulators 
stipulated the TAFE creation as the benchmark for “qualified childcare worker”. 
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It is estimated that CHC99 covered approximately 60% of the VET level workers in the 
community services industry.  The significant gaps included areas such as “welfare work” 
in which TAFE providers in particular continued to deliver these curriculum-based courses 
where there was no direct match to the CSTP.  Many of the TAFE systems continue to 
develop curricula based on Training Packages. 
Reaction to the CHC99 was varied.  At the extremes, it held those who understood 
Training Packages as a reductionist and behaviouralist approach to training and education 
and those who could see the enormous scope for creative solutions to be delivered to 
clients.  The challenge that Training Packages represent to teachers and teaching practice 
has been noted:  
“The change to training at work means the practice of teachers, and, perhaps more 
importantly, their autonomy in the classroom, is challenged. As part of implementing 
workplace learning and assessment, teachers need to adopt a facilitation role and to liaise with 
workplace supervisors, trainers and other key people in the workplace. 
It also means a step back from their traditional role as disseminators of information as, 
generally, the information, skill and knowledge come from the workplace and the role of 
teachers becomes focused on enabling their students to develop appropriate learning skills. 
It also means that teachers must adapt their practice to accommodate changes in their modus 
operandi. In so doing, many teachers feel the change involves a shift of community values with 
which they are not comfortable.” (RMIT University 2002, p. 52.) 
 
The first CSTP was endorsed in January 1999.  A number of national curriculum projects 
were already in train when Training Packages were introduced.  These projects were 
“rolled into” the development of CHC99.  (It is interesting to note that the evidence-based 
process adopted in the review revealed that some of the qualifications had no vocational 
outcome.  For example, the national statistics revealed more than 500 enrolments in the 
Certificate IV in Community Services (Children’s Services) – there is no vocational 
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outcome in any jurisdiction16, yet RTOs had proceeded with enrolments.  Why did this 
occur? Presumably because the RTOs had a program, learning materials, classrooms and 
teachers and were not concerned that on completion of the course that the learners would 
not be able to satisfy the licensing requirements to work as a child care worker although 
they may be able to obtain work as a child care assistant which may require a Certificate 
III.  Is this a learner-centred approach or even ethical? 
It is important to remember that the shift in vocational education has been profound.  
Training Packages are not simply a new way of articulating a curriculum, the represent a 
new set of power relationships within industry training 
 
. 
                                                 
16 The research process adopted in the development of CHC02 has allowed the inclusion of indicative job titles 
in the qualification descriptors so that there is an unambiguous relationship between work and jobs in industry 
and qualifications .  
  
 
 
 
 
 
 
Chapter 5 
 
REVIEW OF CSTP 2001-2002 
 
This chapter describes and reflects on the process of the review project in the light of the 
literature review in Chapter Three.  Chapter Five introduces the strategies and plans that 
were adopted and agreed by the Project Steering Committee and Chapter Six takes the 
form of a narrative of components of the project and describes and analyses what happened 
in practice. 
The literature review identified elements of good practice, and the critical elements that are 
particularly pertinent to this project are: the processes and structures established to manage 
stakeholder involvement, the transparency of the decision-making processes and the 
extensive nature of the consultation.  The CEO of CSHTA in 2001-2002 had been involved 
in the development of the CHC99 in 1997-1998,  in fact she had been engaged late in that 
project to bring together the multiple and disparate projects for consolidation and 
submission for endorsement.  She described that process as somewhat chaotic and the 
lessons learned from the 1999 experience, as well as her previous experience and that of the 
project staff in public sector policy development processes, informed the design of the 
development strategy for the review.  The project staff were well aware from the start that 
it was going to be complex and the metaphor used in the office to describe the enormity 
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and complexity was of eating elephants, bit by bit.  The project team therefore gave careful 
consideration in the planning process as to what structures and processes would be needed 
to effectively manage both content input and determination and the political aspects.  The 
team was particularly conscious of the fact that advocacy is a key role of many in the 
community services industry and that we would be held to high levels of accountability. 
The processes and relationships that CSHTA adopted may be represented 
diagrammatically: 
 
 
 
 
 
Figure 4:  Review processes and relationships 
The literature review identified standard criteria against which the CSHTA development 
strategy (including project planning and methodology, implementation and evaluation) can 
be analysed.  Following is a summary of that analysis from my perspective as project 
manager of the review.  The criteria articulated below are synthesised from the discussion 
of the stakeholder management literature in Chapter Three.  
 
Realistic, outcomes based objectives  
The outcomes of the project were clear from the contract:  a reviewed CSTP that met the 
needs of industry and a submission that would convince the NTQC and the States and 
Territories to approve the reviewed package.  These objectives (and the associated project 
methodology and project plans) were communicated to industry through Review Bulletins, 
Key 
Strategies: 
Representation 
& decision-
making 
Disclosure and 
transparency 
Breadth of 
consultation & 
communication 
Managing the Job of 
Work:  production of 
CSTP 
Managing the political 
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the CSHTA web site and in IRG documentation.   
 
Clarity about the primary stakeholders and their needs and ranking stakeholders 
fairly according to legitimate claims and interests 
As part of the project planning process a number of documents were produced that 
identified stakeholders and their role in the Review process.  Firstly, the project 
methodology (see Appendix 4) was developed as part of Stage 1 of the Review as agreed by 
stakeholders as part of the process for ANTA and the NTQC accepting the Report.  This 
methodology was widely communicated to stakeholders.  Other documents that were 
produced to guide the project included CSTP Review Process Chart for Seeking Industry 
Views and Support (see Appendix 5) and a detailed work plan was developed to guide the 
validation process with industry parties.  The project managers also exercised care in 
defining which stakeholders had “sign off” rights and those that were involved but had no 
determinative function. 
 
Developing appropriate, clear communicative styles and beware of being captured by 
powerful, articulate groups 
The project was aware of the challenges of communications in the community services 
industry and in the VET sector, so all possible means were used to communicate with the 
industry.  These means included project updates emailed to the extensive database, records 
of IRG meetings being distributed by IRG members to their constituents, all documents 
being made available on the web site.  In addition more than 100 meetings with 
stakeholders were held and the project team took time to listen to all voices to ensure that 
the outcome was comprehensive.  (An example of this is in the Disability sector, where the 
intellectual disability providers are more numerous than the physical disability providers.  
 (61) 
 
 
The latter made some useful comments about content of units of competency that would 
not otherwise have been considered, given the primary focus of the sector). 
 
Examining the opportunities and threats provided by stakeholders:  to be flexible and 
hear multiple voices; reflect and analyse continually. 
The risk management plan identified stakeholder’s opportunities and threats and a range of 
actions that could be taken to ameliorate the threats and build on opportunities.  Generally 
the project team encouraged all who wanted to contribute to the review.  However, when 
the project team used its analytical lens to evaluate comments and views, it was very careful 
to name the voice, to identify where that voice fitted in the industry, what stake the voice 
held in the outcome and whether in fact the voice was contributing a view that was 
validated by other parties, and particularly the industrial parties.  For example there are 
many professional organisations and “peak” organisations in the community services 
industry.  They range from employer peaks, to advocacy organisations and consumer 
groups.  The project exercised care when evaluating comments and feedback received by 
appraising the weight of the voice by asking questions such as:  What is the purpose of the 
organisation?  What is its governance structure?  How many members does it have?  What 
particular interest do you have in the CSTP?  So while all voices were heard, the industrial 
parties’ voices were heard more strongly in defining the industry benchmarks and the 
views of RTOs were given prominence in evaluating whether the reviewed CSTP could be 
implemented (i.e. it was looked upon with an educational lens). 
Integrating risk management into all aspects of the process 
A risk management plan was developed as part of the project planning process.  Risk was 
visited almost on a daily basis as the project team reflected on progress and events in the 
unrolling of the project. 
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Adopting forms of participation appropriate to the range of stakeholders and their 
needs 
The range of consultative and decision-making forms is documented extensively in other 
sections of this Chapter and vignettes from the process are placed within the narrative in 
Chapter 6. 
Actively communicating with stakeholders and managing issues that arise 
Again the communication strategy and the variety of activities are documented elsewhere 
in this Chapter.  An issues register was maintained for every IRG and these were 
consolidated into an overarching register and posted on the CSHTA web site.  The issues 
register provided the audit trail to communicate to industry what issues had arisen and 
how they had been addressed. 
1. Overview of the Project 
The review of the CSTP has been conducted in two stages.  A scoping study and report and 
a (re)development or production stage.  The following detail is provided to give an outline 
of the project and its processes. 
Oct 
00 
….. May 
01 
 Sep 
01 
…. Dec 
02 
Stage 1 ……        
     Stage 2 
 
Stage 1  Scoping:  Stage 1 of the project commenced in October 2000 and the stage 1 report 
was published in May 2001.  The purpose of this stage was to identify changes that needed 
to be made to CSTP 99.  The methodology involved researching industry changes (e.g. 
policies, service delivery models, accreditation and service standards, industrial 
arrangements, funding models) seeking opinions from industry and RTOs, particularly 
those who had engaged with the package and were able to provide feedback based on their 
experiences implementing it. 
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The review project methodology involved consultation with the full range of industry 
parties and interest groups in its consultation strategy for the review of the CSTP. At the 
outset of the CSTP review project, CSHTA developed and communicated an industry 
consultation strategy throughout its networks covering all industry parties.  In the absence 
of any direction from ANTA as to how it defines, and what its specific requirements for 
consultation are, CSHTA adopted the following policy definitions in all its Training 
Package processes to guide its data collection and analysis processes.  The different types of 
feedback data are summarised as: 
Consultation Validation Endorsement Support Opinion 
This involved: 
 widespread 
collection of input 
data to develop a 
draft report 
 informing people 
about the project 
 collecting and 
listening to views 
 identifying issues 
Representatives 
from a broad range 
of small, medium 
and large 
organisations were 
invited into the 
consultation 
process. Extensive 
use of existing 
networks, e.g. 
State/Territory 
ITABs, peak 
organisations, 
national TAFE 
network, was a 
major strategy. 
Validation entailed 
distribution of drafts 
to those who have 
carriage of 
implementation the 
product to see 
whether the product 
and processes work 
and to identify and 
address issues. 
This usually 
involved: “Experts” 
involved in or 
affected by 
implementation, 
State/Territory 
ITABs, RTOs, State 
Training Authorities 
and industrial 
parties. 
Endorsement is the 
agreement of the 
key industry parties 
that the product 
meets their needs 
and that they will 
support its 
implementation. 
Groups who may 
want to endorse the 
product include: 
peak industry 
bodies, professional 
bodies, funding 
bodies, regulatory 
bodies, 
State/Territory 
ITABs and STAs. 
Statements of 
support may be 
provided by anyone 
involved in 
implementation, 
now or in the future. 
They may or may 
not have been 
involved in initial 
consultation. 
Representatives 
may be from 
small/medium/large 
organisations, 
RTOs, and industry 
associations who 
are prepared to say, 
"We can make it 
work". 
Individuals or 
representatives of 
industry groups may 
provide their own 
views reflecting their 
vested interests. 
 
Opinions were sought by CSHTA by extensive distribution of a survey to stakeholders.  
The survey was also made freely available on the CSHTA web site.  The survey sought 
comments about qualifications, content of units of competency and useability of the CSTP.  
Other information was gathered by analysing policy and program documents to identify 
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changes that affect the way that jobs are designed and services delivered.  Interviews were 
conducted with key groups such as peaks and the national TAFE network.  The result of 
this analysis was circulated as a draft report and feedback sought.  The report was reviewed 
in light of the feedback and published.  The report identified in some detail, the changes 
that industry thought needed to be made.  It is interesting to note that Stage 2 of the review 
adopted an evidence-based approach to develop the first draft of the revised Training 
Package rather than seeking opinions. 
In all, over 1000 individuals and organisations proffered an opinion during the consultation 
process, either before the first draft of the report or subsequently, to constructively criticise 
successive review report drafts. 
There is a cultural expectation in the community services industry in relation to 
consultation.  There appears to be not a common understanding of what is meant by 
consultation.  CSHTA recognised that Stage 2 of the project would require the allocation 
of resources to managing stakeholders and their respective interests in the process and in 
development and finalisation of the product. 
In terms of the principles articulated in the literature review, the report of scoping stage of 
the project was important in that it announced to the community services and the VET 
sector the intentions for the review and the outcomes to be sought and also made public a 
project strategy and plan for the second stage, including the mechanisms for consultation 
and decision making such as the IRGs.  In this way CSHTA made clear its commitment to 
disclosure and to transparency:  it laid the political groundwork for the ongoing 
management of the project. 
Stage Two – re-development 
Stage 2 of the Review is the (re)development stage.  It built on the findings of Stage 1 and 
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the methodology used in Stage 2 sought to validate those findings.  It is significant that 
Stage 1 sought opinions from industry stakeholders and that Stage 2 adopted an evidence-
based methodology that revealed, for example, that some qualifications in CSTP99 had no 
vocational outcomes.  This had not been identified in Stage 1. 
Stage Two CSTP Review Methodology 
To review and redevelop the Community Services Training Package in consultation with 
its stakeholders, CSHTA adopted an evidence-based methodology that involved three 
activities: 
1. A Desktop audit of workplace documentation such as job descriptions and 
advertisements, service standards, industrial awards that lead to a definition of the job 
roles covered by the CSTP through collection of data and preliminary analysis. 
2. Development of draft content of units & qualifications 
3. Validation. 
The project was punctuated by the production of project reports including draft 
qualifications to IRGs, the Project Steering Committee as well as reports to ANTA as 
required by the contract. 
Figure 5 that follows on the next page was developed to explain the development and 
validation process to stakeholders including the approval body, the National Training 
Quality Council. 
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Figure 5:  CSTP Development Process 
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The first three components (see Figure 5) enabled the development of the first consultation 
draft.  Validation of this first draft led to a cycle of revisions and validation and release of 
five versions before the final endorsement. 
2. Three key stakeholder management strategies 
Implementation of the validation process was enabled by the following key stakeholder 
management strategies and activities: 
Strategies Activities 
Representation and decision making structures Formation of Industry Reference Groups17 and Project 
Steering Committee. 
Mechanisms for feedback A Web-based Feedback tool 
Distribution of more than 600 CD-ROMs of units and hard 
copies of the Qualifications Framework and a validation tool 
Validation workshops conducted by ST-ITABs 
Specific validation strategies were put in place for specific 
groups.   
Sample Work Sites to conduct detailed testing of the draft 
qualifications and content of units of competency. 
Communications and transparency An industry communications such as Bulletins, web site 
updates and specific briefings for key groups of stakeholders. 
 
Representation and decision making structures 
The project structures were established to meet a need to manage and moderate stakeholder 
involvement across nine jurisdictions, including the industrial parties (employers and 
unions) and other stakeholders. Approximately 5,000 industry people participated in some 
way in the review and they fall into ten broad categories of stakeholders groups and 
interests: 
1. The Australian National Training Authority; 
2. State Training Authorities and Ministers 
                                                 
17 Aged Care; Children and Young People (including Child Protection Working Group, Statutory Child 
Protection Advisory Group, Child Care Working Group, Youth Work & Juvenile Justice Working Group, 
Juvenile Justice Training Managers Advisory Group) ; Disability, ; Employment Services, ; General Community 
Services Delivery (including Welfare Work Roundtable, Community Development Work Roundtable, Financial 
Counselling Working Group), ; Marriage Celebrants, National TAFE Network.; Social Housing (including 
Indigenous Housing Working Group), State and Territory ITABs 
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3. The Commonwealth/State human services advisory groups such as: CEOs Group of 
the Community Services Ministerial Advisory Council, the Australian Health 
Ministers Advisory Council, and the National Disability Administrators Group, 
National Child Care Administrators, National Juvenile Justice CEOs Group 
4. Key policy and funding bodies at Commonwealth level including the Departments of 
Family and Community Services, Health and Ageing, Attorney-General’s, Veteran’s 
Affairs, Office of the Status of Women and the Aboriginal and Torres Strait Islander 
Commission (ATSIC). 
5. Key policy and funding bodies in all States and Territories covering the following areas: 
community services, social housing, Indigenous housing, welfare, aged care, community 
care, disability, alcohol and other drugs, community mental health, juvenile justice, 
child protection, child care, youth, community development, employment services and 
family work. 
6. Key employers in the public and community and private sectors (i.e. the not-for-profit 
and for-profit sectors and including local government) and employer peak organisations 
7. Unions including the Australian Services Union, Community and Public Sector Union 
(SPSF), Health Services Union of Australian, Liquor Hospitality and Miscellaneous 
Workers Union, Australian Nurses’ Federation and Australian Workers Union 
8. Professional bodies, consumer peak organisations and advocacy groups 
9. State and Territory Industry Training Advisory Bodies; and 
10. TAFE, private and community Registered Training Organisations (including teachers) 
I, as Project Manager and in collaboration with the CEO, developed specific strategies and 
detailed work plans to manage these different groups and to ensure appropriate engagement 
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in the process.  These plans were submitted to the Project Steering Committee for 
approval. The first strategy was to identify the specific interests of these ten categories of 
stakeholders in terms of role, goals and key issues as summarised in Table 2: 
Table 2:  Stakeholder Categories and Interests 
Group Interests of Stakeholder Group 
The Australian National Training 
Authority 
 Purchaser of CSHTA services as product developer 
 Delivery of a National Training Package 
  
State Training Authorities and 
Ministers 
 A CSTP that meets the needs of industry in each jurisdiction 
 A CSTP that can be delivered 
 Cost of implementation including New Apprenticeship arrangements  
  
Commonwealth/State human 
services advisory groups  
 Ensuring qualifications are future focussed 
 Do they meet changing service delivery models? 
 Do they incorporate research findings on improved practice to 
achieve improved client outcomes? 
 Based on changes to service delivery models and program reform 
 Interest in using CSTP to drive reforms 
 Are they a useful tool to guide purchasing/funding decisions? 
 Are they a useful tool for quality assurance of service delivery? 
  
Key policy and funding bodies at 
Commonwealth level  
 Ensuring qualifications are future focussed 
 Do they meet changing service delivery models 
 Do they incorporate research findings on improved practice to 
achieve improved client outcomes? 
  
Key policy and funding bodies in all 
States and Territories  
 Based on changes to service delivery models and program reform.   
 Interest in using CSTP to drive reforms (e.g. Disability in Victoria) 
 Are they a useful tool to guide purchasing/funding decisions? 
 Are they a useful tool for quality assurance of service delivery? 
  
Key employers in the public and 
community and private sectors  
 Content 
 Design of qualifications and flexibility 
 Meeting job requirements 
 Use of competencies as a strategic human resources tool (training, 
performance management, job and work (re)design, recruitment & 
selection, remuneration systems, industrial agreements 
  
Unions   Accurately describing job functions 
 Current industrial arrangements 
 Benchmarking including pay equity 
 Potential for revised industrial arrangements including New 
Apprenticeship arrangements 
  
Professional bodies, consumer peak 
organisations and advocacy groups 
 Meeting professional requirements 
 Staff skilled to meet the needs of clients 
  
State and Territory Industry Training 
Advisory Bodies 
 Content 
 Process 
  
TAFE, private and community  Educational agenda rather than specific work outcomes: the 
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Group Interests of Stakeholder Group 
Registered Training Organisations  relationship between the qualification and work - seeing as an 
indirect or indicative rather than directly related through 
achievement and demonstration of competency. 
 Content of units of competency 
 Structure of qualifications 
 Educational issues 
 Implementation and delivery issues 
 
Characteristic of these diverse groups are the number of conflicting interests of the 
outcome of the review – both declared and undeclared.  These interests, from the 
perspective of s project manager, came to represent the following political and procedural 
issues: 
• Maintaining the status quo and continuing “business as usual”.  (This is particularly 
apparent when attempting to grapple with changes in service delivery models and to 
ensure that good and desired practice is encapsulated in a Training Package.  Sometimes 
service delivery models and work practices that are not good practice were represented 
and it is evident that the representations were based more on the needs of workers to 
not have to change, rather than on those of clients or consumers as articulated by the 
policy makers and funders in specifying what is being purchased. 
• Representing opinions that are not evidence based.  (An example of this is often “I 
think that …” and when asked to produce workplace information such as job 
descriptions reflecting that advice are unable to do so.  This in fact occurred when a 
mental health peak organisation insisted that there needed to be a Diploma in Mental 
Health, and when asked to provide some examples of jobs at this advanced practice 
level that did not require mandatory higher education qualifications, were unable to 
provide the evidence to validate their claim.) 
• Protecting existing course delivery – “That’s fine with us – if you don’t include a 
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specific qualification in (e.g.) family support work, we can still deliver our accredited 
course.”  (This is despite units of competency being available and the work role covered 
by flexible generic qualifications with specialist family support work competencies). 
• Protecting “professional standards”, protecting role boundaries and industrial 
demarcations.  (This is particularly apparent in the aged care sector, where the 
Australian Nursing Federation (ANF) has great influence.  The example of assistance 
with medication administration is discussed in detail in Chapter 6). 
• Protecting State territory and asserting power over the product developers.  (This is 
particularly apparent in the behaviour of the ST-ITABs during the review process and is 
discussed in some detail in Chapter 6). 
The developers are required to demonstrate the adequacy of content and breadth and depth 
of consultation to ANTA and the State Training Authorities.  The actual system is one in 
which the developers have all responsibility and no power.  The developers are required to 
achieve agreement of all States and Territories.  If one disagrees with a package, then it is 
not endorsed.  The STAs take advice from ST-ITABs and other bodies within their 
jurisdiction. 
All of these groups influence the development and endorsement process at various points.  
It is interesting to note that while the development process may be evidence based, once 
the product enters the endorsement process, the influences become political in nature.  In 
the development process, opinions (the “I reckons”) are moderated through project 
structures.  In the endorsement process, the “shoulds” emerge from the woodwork and 
often, STAs and Ministers are lobbied directly by stakeholders.  For example, the 
endorsement of the CHC99 was delayed by one childcare organisation in Queensland that 
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claimed it had not been consulted, and lobbied the Minister.  Even when evidence of 
consultation was produced, the endorsement was delayed by five months. 
The key action to put in place the representation and decision making structures 
component of the validation strategy was the formation of IRGs. 
 
Formation of Industry Reference Groups 
CSHTA identified invited industry parties to join IRGs for the project in accordance with 
the agreed project methodology and representative of stakeholder interests.  A total of 
eight IRGs were formed and 11 advisory or working groups18.  In its processes, while 
CSHTA listens to all stakeholders, it is clear that it gives more weight to the voices of the 
industrial parties i.e. employers and unions (as the voice of workers).  In this regard, 
Training Packages must be seen to be a negotiated space.  The process is of utmost 
importance as the meaning of words are argued, clarified and agreed.  The development of 
Training Packages therefore is not only a process of technical writing, but also a process of 
defining a space where agreement is reached between the parties and across eight 
jurisdictions.  
It must be acknowledged that the selection of stakeholders is a political issue cross 
referenced to a set of criteria about representation.  As Project Manager, the management 
of those politics is the matter in hand.  
I engaged a specialist contractor to assist in the management of IRGs, and in particular the 
ST-ITAB IRG.  The contractor who was engaged had particular credibility with the ST-
                                                 
18 Aged Care; Children and Young People (including Child Protection Working Group,  Statutory Child 
Protection Advisory Group, Child Care Working Group, Youth Work & Juvenile Justice Working Group, 
Juvenile Justice Training Managers Advisory Group); Disability; Employment Services; General Community 
Services Delivery (including Welfare Work Roundtable, Community Development Work Roundtable, Financial 
Counselling Working Group); Marriage Celebrants, National TAFE Network; Social Housing (including 
Indigenous Housing Working Group); State and Territory ITABs 
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ITABs as he had been an ST-ITAB Executive Officer in the recent past and during the 
scoping stage of the review.  The first meeting of the IRGs was face to face.  The purpose of 
the meetings was to agree the terms of reference & protocols.  Briefly, the terms of 
reference was to provide: coverage for a specific industry area; input to the work plan; 
input and advice on key issues; priority areas for industry skills development; industrial 
issues; training and assessment issues; strategies for collection, collation and consolidation 
of industry information; validation of draft materials; communication with industry; 
materials developed; and assist the project team with industry communications. 
The meetings identified services provided, job roles delivering those services, emerging 
industry, job and skill requirements.  Generally, the IRGs identified a need for flexibility 
to be embedded in qualifications in order to: 
• match a range and spread of job roles,  
• keep pace with reforms and changes to job roles and skills,  
• deliver a skill mix to meet the needs of organisations with an extensive scope of delivery 
and range of services,  
• deliver a skill mix for specialist areas, general skills and overlap in work / skill areas,  
• access skills from other Training Packages, and  
• deliver appropriate skills for Indigenous people including the Indigenous management 
skills now included in the Business Services Training Package. 
Some IRGs devoted some energy to their task.  The Jobs Australia representative on the 
Employment Services IRG together with the National Employment Services Association 
(NESA) conducted approximately 25 validation workshops around Australia of their own 
volition.  They did not seek funding for this activity.  Given that the employment services 
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sector was a new area for inclusion in the CSTP, their commitment was driven by a strong 
desire to “get it right” so that the industry could then proceed to deal with its workforce 
development needs. 
Mechanisms for Feedback 
A web-based feedback tool  (This is a database that allowed detailed comment on draft 
qualifications & content of competencies).  There was immediate dissatisfaction expressed 
about its useability and of the rudimentary IT skills of many people in the industry.  
Eventually the web site was disabled & drafts were made available on the CSHTA web site 
as MS Word & PDF files with feedback (validation) tools.  CSHTA encouraged 
commentators to write on copy and fax it back.  This encouragement was given because 
feedback would often be given in lengthy prose without the specific form of words that 
was recommended for inclusion.  Misinterpretation of this prose led to misunderstanding 
of what was required and sometimes accusations that the developers were “not listening”.  
 
Distribution of more than 600 CD-ROMs of units and hard copies of the Qualifications 
Framework and a validation tool 
Validation workshops conducted by ST-ITABs.  ST-ITABs were contracted to conduct 
workshops on behalf of CSHTA & to provide report & feedback.  Some ITABs did not 
reveal the contractual agreement i.e. that CSHTA was paying – also (given that they were 
contractors) provided reports that criticised process, understanding of job requirements & 
attempted to impose one state’s requirements nationally.  This process was complicated by 
the role that ST-ITABs played in endorsement process as a source of industry advice to 
STAs.  Some in industry question the accuracy of ST-ITAB advice as opinions of Executive 
Officers rather than specific needs of employers in that particular jurisdiction.  Indeed, the 
national IRGs were a most useful tool to moderate the opinions of the ST-ITABs. 
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Specific validation strategies were put in place for specific groups.  In addition to IRGs, 
CSHTA wrote to CSMAC members, all relevant government departments (both HR & 
policy & service planners), Aboriginal and Torres Strait Islander Commission, 
Psychotherapy and Counselling Federation of Australia & Australian Counselling 
Association, the Australian Institute of Welfare and Community Work, Victorian 
Network of Community Development and Welfare Teachers.  There was also specific 
consultation with other respondents on an as needs basis, such as the Diversional Therapy 
Association of Australia and Speech Pathology Australia. 
 
Sample Work Sites to conduct detailed testing of the draft qualifications and content of 
units of competency.  CSHTA sought advice and nomination of sample work sites from 
the IRGs.  More than 50 organisations volunteered to conduct detailed checking of the 
draft CSTP against their job roles and organisational requirements and to provide feedback 
to CSHTA.  They were not funded for this activity. 
The project team managed and coordinated all these activities by using a project plan as the 
tool.  The project plan documented activities, timelines, milestones, reporting points, 
resources and finances required and accountabilities.  In some cases more detailed 
subsidiary project plans were developed for important and critical processes.  The project 
team reviewed progress on a weekly basis and more formally on a monthly basis and 
reports were provided to IRGs and the Project Steering Committee.  The Project Steering 
Committee reviewed and approved any reports submitted to ANTA and the NTQC.  The 
process of regular review undertaken by the project team involved reflecting on activities, 
discussion of any political issues that had arisen and plans (strategies and tactics) developed 
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to manage these issues and particular stakeholders.  Another important tool that was used 
was an issues register.  An issues register was maintained for every IRG and these were 
consolidated into an overarching register and posted on the CSHTA web site.  This register 
was a living document that detailed both the issues and their resolution.  The objective was 
that by the time that the reviewed CSTP was submitted to ANTA and the NTQC that 
there would be no outstanding or unresolved issues and that the industry would 
understand how and why issues had been resolved in the way that they had. 
Communications and transparency 
The third component of the validation strategy was communications and transparency. 
Figure 6 was developed as part of the review project to articulate the review 
communications process to stakeholders: 
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Figure 6:  The Communications Strategy 
 
 
 
 
 
 
 
 
 
 
 
 
 
Examples of specific actions taken here include communications such as Project Bulletins, 
web site updates and specific face to face or teleconference briefings for key groups of 
stakeholders. 
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Chapter 6 
 
HOW IT HAPPENED:  MANAGING THE 
STAKEHOLDERS 
 
Chapter 5 describes the plan to undertake the review.  In this chapter, I outline the 
elements of the management strategy in practice.  Firstly, I consider the process for 
managing the ST-ITABs, secondly the IRGs, thirdly management of issues and fourthly, a 
reflection on an issue in detail. 
1. State and Territory Industry Training Advisory Bodies (ST-ITABs) 
Like all plans, the test of a well-designed strategy is that it can withstand robustly the 
rigours of implementation when it is put under stress by the real politick.  Even though the 
ST-ITABs are not a primary stakeholder in the process, they had to be managed carefully 
because of their political power in relation to the State Training Authorities.  The ST-
ITABs were therefore formed into an IRG for the purposes of the review. 
In a national system where every State and Territory must agree to the Training Package, 
the ST-ITABs are in a powerful position and they see themselves as having “sign-off” rights 
in the endorsement process.  The IRGs were established by CSHTA as a conscious strategy 
to ensure that the best possible advice was received by the project at national levels and 
involving the states through existing industry networks rather than advice coming solely 
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through ST-ITABs.  This approach was informed by the history of a number of national 
projects in the mid to late 1990s that failed because of inadequate national engagement or 
lack of recognition of State differences. 
The ST-ITAB IRG operated differently from other IRGs, partly due to a legacy of history.  
In the mid 1990s the States effectively controlled CSHTA.  The CSHTA Board had more 
than 30 members and the ST-ITABs had seats at the Board table.  When CSHTA was 
reformed in the late 1990s, representatives of industry were given all the (reduced number 
of) seats on the Board and the ST-ITABs had nor representation at all.  At the first meeting 
the IRG, there was a play to seize control of the review process.  This may be seen as a 
counter insurgency by a stakeholder group that had lost a degree of power on the national 
stage.  This attempt to seize control was characterised by criticisms of the agreed 
methodology and representation.  Some members made assertions that government was 
overrepresented the Project Steering Committee, questioned NSW TAFE as Public RTO 
representative, declined to give immediate support for the PSC membership (deferred to 
subsequent meeting), asked for rationale and justification for IRG numbers and 
composition to be provided and general disagreement over project methodology.  (In fact, 
the project methodology was developed by the Project Manager & CEO and adopted by 
the CSHTA Board, before being formally agreed by ANTA as part of the scoping report 
and all states had agreed through their STAs).  Overall, these may be seen as an attempt to 
assert power and to assume control over the project.  The ST-ITABs have been the 
traditional and recognised source of advice to the STAs and as such have been able to serve 
a gate-keeping role.  However, they are in fact, one voice in many. 
At one point there was a notion put forward that local communities and consumers of 
community services required input to the review.  This is a telling point about the ST-
 (80) 
 
 
ITABs understanding of Training Package development processes and of their reference 
back to curriculum processes.  Training packages refer to work roles not cultural capital 
and as such are a negotiated space between the industrial parties:  They are not a 
community development tool.  One would expect that clients (and/or client advocacy 
groups) would have input into development of service or accreditation standards as an 
articulation of client needs and quality of service delivery.  Training package developers use 
service standards to inform skill and competency needs.  It needs to be noted here that 
none of the Executive Officers of ST-ITABs have learning and development or human 
resources backgrounds; they all have community development or youth work 
backgrounds.  This means that the differing approach to involvement of community 
advocates in the process is a source of conflict. 
It is also noted that the ST-ITABs and CSHTA differ in their approach to governance.  It is 
common for ST-ITABs to have management committees of 30 or so.  These management 
committees serve to provide a representative forum (which includes a large representation 
of consumer advocacy organisations as well as service deliverers and unions) rather than to 
govern the company.  In reality this means that the Executive Committee runs the 
company.  CSHTA Board of Directors is the governing body for the company and 
provision of industry strategic advice and comprises the industrial parties:  unions and 
employers.  Collection of industry advice is managed through industry reference groups 
with clear terms of reference as articulated in the project methodology that was made 
widely available through the Stage 1 Report and in subsequent project bulletins and other 
communications.  In this way, during the review of the CSTP, more than 350 people were 
involved in industry reference groups giving advice to the project and the Board.  In 
essence, the point to be made here is that CSHTA and the ST-ITABs have identified many 
 (81) 
 
 
stakeholder groups in common.  A point of difference is the (non) recognition or 
identification of consumer advocacy groups as key stakeholders in the Training Package 
development process. 
At the second meeting a draft Statement of Operational arrangements of S/T IRG 
including: principals of operation, principals and processes for dealing with industry, terms 
of reference, agreement on priorities, methods of tackling and resolving issues was tabled.  
This was not agreed until meeting four, with the addition of material concerning protocols 
for entering a state (as if “national” was on a planet far away), engaging with ST-ITAB 
“clients” and allowing the ST-ITABs demand to be represented on each other IRG.  Some 
ST-ITABs clearly saw CSHTA as a commercial competitor who would poach their 
“clients”.  CSHTA’s underlying tactic of course was to remove the ST-ITABs as the only 
conduit of advice from any particular State.  Their claim was that only they could provide 
a “moderated” view.  CSHTA was of course faced with the task of developing a national 
product and to have ST-ITABs come to the table with already developed state-based 
positions is unhelpful when seeking national agreement.  A more helpful approach is for 
the analysis arising from the evidence-based research process (with detail of jurisdictional 
variation) to be tabled at national level.  This enables all to be able to see the complexity of 
the national tapestry and then to be able to seek agreement on commonalities and to be 
able to jointly work with the remaining thread (variation) to ensure that the needs of each 
State and Territory can be captured in the national product.  (A specific example of this 
process was in the childcare area.  Some States require all childcare assistants and workers 
to have been trained in caring for babies.  Other States do not as some workers are only 
employed in the out-of school-hours care area and have no need for this training.  Initially 
the States whose regulations required it were insistent that it be compulsory.  The solution 
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brokered by the Project Manager was that it would be an elective unit that carried a rider 
that it may be compulsory in centre based care and family day care in some jurisdictions 
and that the individual State Implementation Guides would provide specific advice for a 
particular State.) 
CSHTA had included in the methodology and budget funds for the ST-ITABs to validate 
the draft CSTP.  Rather than request a proposal from each, CSHTA laid down $70,000 on 
the table and requested a joint proposal.  CSHTA did not participate in the discussions, 
which took some time and tears (literally).  It is noted that some of the smaller states 
received a disproportionately large portion of the available funds.  WA, the least co-
operative of the ST-ITABs, in fact received more than any other state with $10,000. 
Under the contracts, the ST-ITABs were required to provide a report of their validation 
activities and to include a list of participants.  Some provided reports on time; some were 
provided 6 months late and therefore did not receive payment.  Some ITABs were highly 
critical of the process (and in this case the funder).  It is unusual in a business setting that a 
contractor would see it as appropriate to be highly critical of the principal.  The 
Queensland ITC even wrote to the Chair and Queensland “members” of the CSHTA 
Board expressing concern.  This indicates a lack of understanding of governance processes 
and perhaps is testimony to the different ways in which ITABs run at state level with 
management committees in some cases of 30 people.  This can only be seen as a 
consultative and representative structure rather than an effective governance structure.  
Where they indicated disagreement over particular issues, we asked whose views are you 
representing – who are they and what is their status?  CSHTA then sought the advice a 
strategic level from national IRGs.  The issue that emerges here is that ST-ITABs often talk 
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with operational people who may not appreciate the bigger picture, the industrial relations 
ramifications or future directions in service delivery that is reflected in the evolving nature 
of the design of work and the design of jobs.  In some cases, organisations were represented 
on both state and national referenced groups:  often a learning and development manager at 
state level and the national human resources manager at national level.  Sometimes the 
advice given was inconsistent as the state level adviser was unaware of the strategic 
directions.  CSHTA engages at strategic level to ensure future focus and the detailed advice 
from the operational people is moderated through the strategic filter. 
In practice what happened was that the ST-ITABs were involved in every IRG as well as 
their own.  After approximately 20 meetings and teleconferences they began to ask that 
meetings be cancelled.  It could be assumed that by that time they had confidence in the 
IRG process producing outcomes with which they could live. 
The key to effectively managing the ST-ITABs was not allowing them to dominate of filter 
stakeholder input.  The role of the IRGs was to bring to prominence the national 
viewpoint and to help craft national competency standards and qualifications containing all 
their diversity. 
2. The Industry Reference Group Strategy  
There was a degree of feedback and Community Services industry concern over the use of 
IRGs.  Some areas such as Alcohol and Other Drugs and Mental Health sectors questioned 
why there were not specific IRGs for them, rather than being covered by the “general” 
IRG.  Concern was expressed that their voice would not be heard, even though there were 
many other avenues to have input into the review.  It is interesting to muse whether the 
approach to the development of the CHC99, which resulted in “silos”, had in fact given 
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VET workers in these areas an identity and recognition for the first time and that there 
concerns were about a perceived loss of that identity.  In any case, these areas fed into the 
review through peak employer organisations, sample work site validations and numerous 
individual contributions.  The membership of the IRG also included large multi-service 
delivery organisations (e.g. Anglicare, Uniting Care, Salvation Army, Catholic Welfare 
Australia) that included these types of specialist services.  
In the following pages I provide comment on the operation of some of the IRGs. 
 
Employment Services IRG 
The operation of the Employment Services IRG is notable for its difference to IRGs such 
as the ST-ITABs.  Whereas the ST-ITABs attempted to control and block rather than assist, 
this IRG was intent on getting the work done in a business like fashion with a minimum of 
fuss and maximum rigour.  This IRG met for the first time and agreed terms of reference, 
identified a range of job roles and key issues concerning the sector and its definition19.  By 
its second meeting, it had reviewed drafts of qualifications and competencies and identified 
gaps (e.g. a case management stream at Diploma level).  Members of the IRG (Jobs 
Australia and NESA) then conducted 25 validations across several states.  They did not 
request any funding to undertake this.  This IRG was characterised by its focus and its need 
to get qualifications in place to for staff to improve the quality of outcomes for job seekers.  
This IRG was able to agree on content of competencies and of design of qualifications in 
six meetings, to market the work widely in the sector, and to achieve an excellent level of 
industry engagement and support.   It is also noted that the Department of Employment 
                                                 
19 Part of this sector was created by the outsourcing by the Commonwealth Government of the former CES 
functions and the creation of the Job Network.  Other components of the sector include the open employment 
services (disability), New Apprenticeship centres and CDEP.  The Employment Services sector was to be 
included in the CSTP for the first time in 2002.   
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and Workplace Relations (the “purchaser”) also paid an active role on the IRG). 
Marriage Celebrants 
Civil Marriage Celebrants were created by the Marriages Act in the 1970s and more than 
75% of marriages are now conducted by civil celebrants whose average age is 68 and who 
number approximately 3,000 people.  The Family Law Branch of the Attorney-General’s 
Department approached CSHTA to assist it in its reform of the civil celebrancy 
arrangements.  The policy problem was that the Attorney had no transparent way to 
appoint or remove celebrants.  He was responding to a need to improve the standards of 
service generally.  He was concerned by the fact that a number of celebrants were also 
registered as immigration agents.  He asked that CSHTA develop a standard that could 
form part of the criteria for the appointment of celebrants and that would act as a 
benchmark for the training of celebrants.   
There are 12 peak organisations of celebrants and some of those deliver unaccredited 
training to aspiring celebrants20.  Many of these celebrants provide funeral services, naming 
ceremonies and commitment ceremonies in addition to marriages.  Of these ceremonies, 
marriage is the only category to which legislation applies.  The Attorney therefore was 
only concerned for coverage of those aspects of the civil marriage celebrants role that 
concerned compliance with the Marriages Act. 
CSHTA formed an IRG of the peaks together with two representatives of the Attorney 
General’s Department, which met on eight occasions.  The IRG had no knowledge of the 
national training system and therefore the first meetings were educative in nature, 
particularly around the difference between competency standards and curriculum.  A face-
to-face meeting was held to conduct a functional analysis of the celebrant role.  There was 
                                                 
20 These courses ranged from a $15,000 Graduate Diploma in Celebrancy at Monash University to other less 
expensive unaccredited qualifications delivered by private colleges. 
 (86) 
 
 
then lengthy discussion about content issues:  for example the need to include sociological 
theory concerning rites de passage, poetry and music, as well as the requirements of the 
Marriages Act.  The outcome was the development of one competency standard:  
CHCMCEL401A Plan, conduct and review a marriage ceremony.  Subsequent meetings of 
the IRG pondered whether a Statement of Attainment for the single competency 
constituted a qualification in terms of the Marriages Act reform.  It was later agreed that a 
“full” qualification would be constructed, but that all that would be required by the 
Regulations was assessment against the single competency.  . The qualification that was 
constructed (Certificate IV in Marriage Celebrancy) was customised from the Certificate IV 
in Small Business.  These two outcomes satisfied the needs of the both the Attorney and of 
current industry players. 
3. Issues 
Australian Institute of Welfare and Community Work (AIWCW) 
AIWCW is the professional body that covers welfare workers (as apposed to social 
workers).  It accredits courses (including higher education and VET) so that graduates of 
those courses gain professional recognition.  AIWCW had been highly critical of the 
CSTP99, as it did not contain “welfare courses”, and as a body that was familiar with 
curriculum found it difficult to see where the “subjects” regarded as essential for 
membership were reflected in competency standards21.  The criticism of the package also 
included that the qualifications were based around the work that was actually performed 
by workers, rather than having a flavour of radical social action22.  This is congruent with 
the Chappell’s findings noted earlier, of some teacher identity being constructed in the 
                                                 
21 This type of information is included in the Evidence Guide within a unit of competency, particularly in the 
essential knowledge and essential skills components.  
22 Comments went along the lines that ‘we don’t train and educate people for example to work within 
organisational policies and procedures; we train people to go into organisations and to tell them what’s wrong 
and what they need to do to fix it’. 
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discourses of public service and liberal education.  It is also noted that the various 
Diplomas in Welfare are being used as an important pathway to higher education with 
Universities giving two years credit into a Social Work degree23.  Universities traditionally 
use curriculum documents to ascertain whether subjects: have been given adequate 
treatment in learning activities.  The Victorian Network of Welfare and Community 
Development Teachers was also highly critical of CHC99 and many continued to deliver 
curriculum-based courses that met those needs.  The issue had proved to be intractable 
since 1998 and had resulted in Ministerial representations. 
When the first two drafts of CHC02 appeared, there was concern expressed again that the 
package did not adequately cover welfare work.  As Project Manager I attended two 
meetings in Victoria of the TAFE welfare and community development moderation group 
and communicated with the AIWCW24.  These groups expressed particular concern that 
the competencies adequately reflect the requirements for membership of the AIWCW.  At 
the second meeting the group of approximately 40 were divided into groups to consider 
aspects of the package, but in particular, to identify essential knowledge components for 
checking against the draft CSTP.  The project team used that information to carefully 
check and amend where necessary the content of the evidence guides within competencies.  
In addition, the Project Manager met with two senior and experienced TAFE program 
managers (from Victoria and NSW) to design a Diploma qualification that would replace 
the curriculum based courses and meet the needs of advanced practitioners.  The design of 
this qualification was predicated on the fact that some potential learners such as school 
                                                 
23 This is often described as an important equity pathway to higher education.  Recent statistics reveal an 
interesting fact that the number of higher education graduates enrolling in VET is five times greater than VET 
graduates enrolling in higher education courses. 
24 A member of the AIWCW national executive was also appointed to the Project Steering Committee in her 
capacity as representing the interests of small, community based RTOs.  She played an active role in educating 
the rest of the Executive and assisting resolution of issues. 
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leavers would find it difficult to meet the evidence requirements of the Diploma without 
significant industry experience.  The appropriate first course for entry to the industry 
should be Certificate III or IV and that completion of Certificate IV would partially meet 
the requirements of the Diploma.  The content of this Diploma was agreed by AIWCW 
following a number of teleconferences with the National President and the member of the 
Project Steering Committee. 
 
“Religious” workers 
During the review of the CSTP, the Queensland CSHITC requested the inclusion of 
“Christian Ministry” in the CSTP and coverage of the areas of bible studies, Christian 
ministry and church development.  While it was agreed, for example, that faith-based 
Christian organisations play an important role in Australia in the delivery of community 
services, and that a large component of the work of “religious workers” was already 
covered by the CSTP.  In this regard these workers provide a service to clients within the 
values of the organisation for whom they work in the same way as any “secular” workers.  
However there was disagreement between CSHTA & the QCSHITC regarding the 
inclusion of what they regarded as “religious work” and theology in particular, in the 
CSTP.  CSHTA raised issues concerning the inclusion of theology units of competency in 
the CSTP and in particular, how outcomes could be assessed in an evidence-based process.  
CSHTA’s view was that the needs of faith-based community services organisations could 
be met through contextualisation of existing units of competencies, for example, in relation 
to the values of the organisation and preferred models of service delivery.  In technical 
terms this is a range statement issue. 
In light of this disagreement, a CSHTA consultant researched and reported on the issue.  
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The consultant conducted interviews with a number of faith-based providers of 
community services.  The interviews were designed to identify services provided in the 
community sector and then to determine if “religious work” was part of that community 
service delivery.  No service provider interviewed mentioned religious philosophy as part 
of community work.  In no instance was Bible Studies, Ministry or Church Development 
referred to as part of their community services delivery.  A review of draft standards 
developed by the Institute of Faith Education clearly showed that the vocational outcome 
is delivered through the current CSHTA competency standards.  The draft religious 
standards may inform the way that the service is delivered, although the additional draft 
standards did not result in any additional vocational outcome.  Some interviewees also 
raised serious concerns that CSHTA does not have the mandate to cover religious work.  
The CSHTA consultant also reported that no vocational outcomes were identified in this 
area.  It was acknowledged that service provision may be informed by a set of beliefs, 
however, in an inclusive society, providers receiving government funding are to ensure 
access and equity to services that is not affected or limited by religious codes or belief 
systems.  CSHTA also raised the issue of whether s.116 of the Constitution25 would 
prevent the inclusion of theology in a national Training Package.  Generally, the service 
providers interviewed were clear that the community services offered by religious groups 
could be supported by the current qualification structure within the CSTP. 
The QCSHITC did not accept this advice and insisted that Christian Ministry be included 
in the CSTP.  A meeting was therefore called between CSHTA, Senior Officers of ANTA, 
the Queensland Training Authority and the QCSHITC to attempt to resolve the issue.  
                                                 
25 COMMONWEALTH OF AUSTRALIA CONSTITUTION ACT - SECT 116  Commonwealth not to legislate 
in respect of religion “The Commonwealth shall not make any law for establishing any religion, or for imposing 
any religious observance, or for prohibiting the free exercise of any religion, and no religious test shall be 
required as a qualification for any office or public trust under the Commonwealth”. 
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The outcomes of that meeting were that: 
• courses with theological content can continue to be nationally recognized through the 
course accreditation process; 
• CSHTA conduct specific validation exercise with Queensland Christian Ministry group 
to:  Identify useability of draft qualifications and existing units, assist in identifying any 
gaps and provide technical advice about how those gaps could be addressed within the 
NTQF guidelines; and 
• ANTA was to seek Crown Law advice concerning about any implications of the 
inclusion of Christian ministry in the national vocational education and training system. 
In result of this meeting was that there was no further action or call for inclusion in the 
CSTP.  The group continued with the course accreditation, the QCSHITC did not 
convene the group for validation of the draft CSTP, ANTA did not seek Crown Law 
advice and CSHTA did not include theology in the CSTP. 
 
The NSW Drug Summit and Child Protection Outcomes of Royal Commission into the 
NSW Police Service 
The religious worker issue was one that involved only one State, however it still required 
the devotion of some energy to its resolution, as in Training Package processes all states 
must agree.  The NSW Drug Summit and the child protection outcomes of the Royal 
Commission into the NSW Police Service brought to light issues of a different order that 
required some sophisticated issues management and a creative approach to addressing the 
issue in a technical way. 
The NSW Government made strong representations to the project for the inclusion of 
competencies on working with Alcohol and other Drugs (AOD) and child protection 
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mandatory notification. 
The NSW Drug Summit 1999 recommended26 that a range of actions be taken in relation to 
the training and education of workers including the establishment of a Drug and Alcohol 
Training Task Force.  This Taskforce and NSW TAFE made strong representations that all 
front line workers would be required to be trained in AOD issues and that this should be 
reflected in the CSTP.  Similarly, NSW child protection legislation mandates notification 
of indications of risk of harm to children and young people to the Department of 
Community Services.  The strength of the representation was indicated by these NSW 
bodies stating that their inclusion would be a condition of NSW endorsement of the CSTP. 
These representations raised a number of issues for a national Training Package.  The 
primary one for the developers was would the other states and territories agree, given that 
the Drug Summit was a NSW only initiative, and child protection mandatory notification 
was not universal across Australia27.   
The project team managed these issues in the following way.  The issue of the inclusion of 
AOD competencies in qualifications for all front line workers was taken to the IRGs for 
moderation.  The IRGs were of the view that there was a range of other issues that also 
warranted inclusion.  These issues included:  alcohol and other drugs, mental illness, 
developmental disability, acquired brain injury, abuse and risk of abuse, domestic violence, 
homelessness or inadequate housing, unemployment, juvenile justice issues, communicable 
disease, financial difficulties and new arrival in the country.  The IRG were therefore 
reluctant to include AOD specific competencies in all front line worker qualifications.  
They requested the project team to develop a strategy to ensure inclusion of these issues 
                                                 
26 http://www.druginfo.nsw.gov.au/druginfo/summit/action_plan/index.html  
27 Neither Western Australia nor the Northern Territory legislation provided for mandatory notification. 
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without burdening qualifications with undue numbers of competencies that did not 
specifically relate to the core functions of the job roles.  The project team therefore 
developed a new competency that is compulsory in most Certificate IV qualifications.  The 
competency is CHCCS402A  Respond holistically to client issues and is designed to train 
workers to respond appropriately to clients that have complex issues outside and in 
addition to the area of immediate focus, expertise or interests of the worker and their 
organisation. The competency also included the decisions as to whether to refer or retain 
the client and whether a brief intervention is appropriate (instead of an immediate referral) 
with the primary aim of helping the client accept the intervention.  This unit was accepted 
by all IRGs and a political issue in one state was acknowledged, and action taken to address 
it in a way that was palatable to other states and territories and to the industrial parties. 
The child protection issue was voiced by the NSW representatives on the Child Protection 
Working Group and reinforced by NSW TAFE & the NSW VETAB.  The initial demand 
was for a competency to specifically address mandatory notification and for it to be 
included in all qualifications.  The competency CHCCHILD1C Identify and respond to 
children and young people at risk of harm 28was drafted for the Working Groups 
consideration.  As WA and the NT could not agree to the word “report” being included, it 
was agreed that “respond” would meet the needs of all States and Territories.  The daft 
competency was then considered by all other IRGs together with the recommendation that 
it be compulsory in all qualifications.  While the importance of child protection was 
recognised by all IRGs, the suggestion that all workers require a specific competency 
related to mandatory notification was rejected.  It was agreed by IRGs that where the 
                                                 
28 This unit applies to all those workers (including the professions) involved in delivering services to children 
and young people including in community services, health, policing, juvenile justice, recreation, family services, 
education, alcohol and other drugs work, mental health.   
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qualification covered the roles of workers whose primary client group was children and 
young people, then the CHCCHILD1C competency would be a compulsory unit.  All 
other workers would have access to the “respond holistically …” competency.  This 
position was initially rejected by the Child Protection Working Group, which asked other 
IRGs to reconsider.  For example, they claimed that children with a disability were a 
significant risk group.  The Disability IRG advised that most disability workers work with 
adults, not children, and that therefore the respond holistically competency would suffice, 
and that for those disability workers who do work with children, that the CHCCHILD1C 
competency would be available as an elective unit that employers could select as 
appropriate although it was of the view that the Respond Holistically … competency 
would meet the needs of these workers.  Other IRGs gave similar advice and the issue was 
resolved in the same manner. 
 
The Australian Nurses’ Federation 
Healthcare and nursing in particular is a politically sensitive issue.  There is a serious 
shortage of nurses across the world.  The Australian Nursing Federation (ANF) is both a 
professional organisation and a trade union.  It has had a long-standing position (supported 
by the Nurses Registration Boards) of protecting public safety by closely guarding nursing 
professional standards and membership and expanding its power base to influence 
government to provide additional nursing places in universities and the workplace. 
The ANF is represented on the Board of CSHTA.  The prime industrial coverage of the 
ANF is in the health industry not the community services industry.  Apart from industrial 
coverage of Registered and Enrolled Nurses, the ANF has limited coverage in community 
 (94) 
 
 
services29 (e.g. of personal care workers in the Aged Care sector in some states e.g. Assistant 
in Nursing in NSW).  However, the ANF has a vested interest (stake) in playing a 
boundary rider role in the review of the CSTP.  The role of nominated representatives was 
to ensure that the role of Registered (RN) and Enrolled Nurses (EN) was not eroded in any 
way.  It is important to note that the job design of RNs and ENs, (known as scope of 
practice), is determined by the Nurses Registration Board in each jurisdiction.  In the aged 
care sector in particular there is a serious labour supply issue.  The solution is articulated 
by the ANF as a need for more nurses.  Employers on the other hand see that there needs 
to be a range of solutions to this supply issue.  They see that it is essential to have the 
capacity to redesign work and jobs to ensure that they are able to deliver appropriate levels 
of care to their clients.  It is also noted that most older people are not ill, just old, and that 
their needs are not just health needs.  To this end Government is implementing policies 
such as Ageing in Place that provide for a social model of care rather than a health (or 
illness/deficit model) and many aged care facilities are reshaping their service delivery to 
accommodate these new directions.  It was with these articulated industry needs on the 
table that the project and the Aged Care IRG considered options regarding the 
development of the Certificate IV in Aged Care Work and competencies covering 
assistance with the administration of medication. 
The ANF made a lengthy submission to CSHTA, including a claim that “advanced clinical 
work at certificate IV or above level is an enrolled nurse role”.  The ANF appears to make 
no distinction between “nursing work” and “care work” and it is to be noted that 
community services workers without tertiary qualifications do not undertake “clinical 
                                                 
29 Community Services workers are covered variously by the Australian Services Union, Liquor Hospitality and 
Miscellaneous Workers Union, Health Services Union of Australian and the Australian Workers Union 
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work”.  They also provided feedback that was based on detailed reading of units of 
competency.  The sorts of changes that were demanded included:  removal of any reference 
to “case management” (the role of RNs and other professionals); and “assessment” (to the 
ANF “assessment” means a “health assessment” rather than a social assessment. 
To resolve these issues, the advice of the IRGs was sought.  A survey was forwarded posing 
questions that had been formulated on the ANF’s position.  The ANF position gained 
support neither from the other unions nor from the employers.  Indeed the welfare 
workers and social workers were outraged at the ANF’s appropriation of “case 
management”: the tactic won the ANF no kudos from other professionals (i.e. tertiary 
qualified) in the field. 
Medication - A reflection on an issue in detail 
The ANF is both a trade union and a professional organization.  It has very close 
relationships with the Nurses’ Registration Boards in each jurisdiction who regulate 
concerning professional nursing issues and license registered nurses and enrolled nurses.  
The ANF holds a powerful role in the health industry and in some limited areas of the 
community services industry such as aged care30.  The ANF in most jurisdictions has no 
industrial coverage over Personal Care Assistants as other unions cover them.  The Nurses’ 
Registration Boards (and the ANF through its influence and membership) control the 
content of nurse education and what organizations are permitted to deliver that education.  
Course materials must be submitted for vetting.   
Having said that, the national training system must be anathema to organizations that 
                                                 
30 It is noted that RNs were once extensively employed in the Disability sector.  Approximately 20 years ago 
reforms began in the Disability sector that did not see people with a disability as ill, but rather as having a 
disability and perhaps primarily needing assistance with day-to-day living rather than with health issues.  The 
nurses that used to be employed in this sector were variously classified Mental Retardation Nurses or even 
Mental Deficiency Nurses.  The rolls no longer exist and there are few RNs employed outside the few remaining 
large residential facilities. 
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claim the professional body territory over the “family of nursing work” even though that 
claim is not have any legislative or regulatory basis.  Professional bodies tend to approach 
the specification of skill levels required by a particular profession by particularly 
considering the body of academic knowledge that needs to be included in any approved 
course.  There are professional competencies for registered and enrolled nurses, however, 
that are in a different format that national VET competencies and do not lend themselves 
to the sort of assessment required by Standard 9 of the AQTF.  To therefore have 
qualifications and competencies developed and approved by other than “the profession”, 
has been described by some more vocal ANF members as a threat to public safety.  Other 
professions have adopted an approach that encourages a variety of career pathways into the 
profession and have encouraged VET pathways to deal with labour market issues and 
shortages.  The Institution of Engineers Australia provides an example.  Professional 
Engineers were one of the first professions to develop competencies, which they also 
aligned to levels of membership.  Assessment is similar to assessment in a VET context i.e. 
evidence and workplace-based.  The Institution used this exercise to also develop 
competencies and pathways for technologists and scientists.  What they made clear to all 
was pathways that could go from trades level staff through to Fellow level.  It is an 
approach that welcomes others into the profession by providing pathways rather than 
building fences to keep other out. 
The ANF was particularly concerned about the inclusion of two units of competency 
covering assistance with the administration of medication31 in the community services 
industry as elective units.  The job analysis undertaken for the review revealed that 
                                                 
31 This is not the same as administration of medication, which is an RN role and requires substantial education in 
pharmacology. 
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assistance with the administration of medication was a gap in the profile of some 
community services care workers and particularly in the aged care sector.  This was 
validated by major employers in the aged care sector.  Further analysis revealed that: 
• Administration of medication is generally the role of registered nurses where employed 
• Some state and territory regulatory frameworks allow care workers other than RNs to 
assist with the administration of prescribed medication which has been dispensed by a 
pharmacist into dose administration aids such as Webster packs. 
• The work practice by which care workers other than RNs assist clients with the 
administration of medication (usually by use of dose administration aids) exists. 
There was wide consultation during the process of drafting the competencies.  The 
Australian Nurses Federation objected in particular to the draft unit CHCCS303A  
Provide physical assistance with medication being included in the CSTP.  This unit covers 
care workers in low care residential facilities.  The ANF stated that administration of 
medication is the work of registered nurses, and has given public safety as the reason for 
not supporting the “assistance with” competencies.  (The ANF later claimed at a Board 
meeting that it was illegal).  The ANF has given more support to the draft unit 
CHCCS304A  Assist with self medication.  This unit applies to care workers in 
community or home based settings including disability services. 
Feedback on drafts by the ANF, Health Services Union of Australia (HSUA), Aged and 
Community Services Australia (ACSA), employers and NSW TAFE was incorporated into 
the units.  The ANF proposal that only assist with self-medication be offered was unable to 
be accommodated as it did not cover the existing work role of some care workers on low 
care aged care facilities where residents or clients are not capable of self-medicating and/or 
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RNs are often not employed. 
The competencies were drafted with consideration to: 
• The Therapeutic Drugs and Poisons Act (or similar) in each State and Territory 
• Guidance from Health Departments in each State and Territory  
• Industry Guidance such as the Australian Pharmaceutical Advisory Council Integrated 
best practice model for medication management in residential aged care facilities.  
• Documented and existing work practices of care workers. 
Industry advice is that where the assistance with the administration of medication is 
delegated to “unregulated” or “unlicensed” workers32 then that person must be deemed 
“competent”.  This meant that individual facilities were defining their own standard to 
support the training of care workers to assist clients with the administration of medication 
under certain conditions and that the training and assessment is usually undertaken by 
Nurse Educators. 
The draft units support work practices that are already in existence:  the units to did not 
create new work practices or job roles but rather provide a national standard that supports 
appropriate training and ensures that service providers are able to meet duty of care 
requirements.  They are elective units and its inclusion in the CSTP does not mandate its 
inclusion in qualifications nor does it mandate facilities using it for training purposes.  The 
draft unit clearly identifies the levels of supervision and judgement involved. 
The Aged Care IRG and the Disability IRG (apart from the ANF member) supported the 
inclusion of these competencies.   The Project Steering Committee and the CSHTA Board 
of Directors also supported their inclusion.  The ANF opposed the inclusion of the unit 
                                                 
32 The ANF also refers to these workers as POTS (“people off the streets”) 
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CHCCS303A Provide physical assistance with medication and lobbied the State Training 
Authorities to gain their support to exclude the unit.  The ANF indicated no willingness to 
resolve or move on this issue and maintained its oppositional stance33.  In light off the 
STAs’ role in “sign-off”, the project manager enlisted the support of the Chief Health 
Officer (CHO) in each jurisdiction.  The CHO was requested to provide advice on 
whether the draft units were legal and were required.  Each jurisdiction responded in the 
affirmative34.   
It is interesting to note that since these competencies were endorsed, action has been taken 
in a number of states by the Nurses Registration Boards to change the scope of practice for 
ENs to include administration of medication.  (The issue of ENs and medication had been 
discussed for some years and no action taken.  When the legal position was investigated in 
relation to ENs administering medication up to Schedule 4 drugs, it was discovered that 
there was no legal impediment.  It had solely been a matter of custom and practice that 
medication was confined to the role of an RN.)  It has been proposed by the ANF to some 
employers that “fixing” the EN issue would solve the problem and that the competencies 
would not be required.  The employers agree that the EN issue should be fixed, but also 
require other workers to be able to assist with medication administration.  In October 
2003, it is understood that the QNU is legally challenging the Queensland Government 
over the implementation of the medication competencies.  Employers are being driven 
because of the shortage of Enrolled and Registered Nurses to consider the redesign of work 
and jobs to ensure that a workforce is available to care for clients and residents. 
                                                 
33 It is also noted that elections were imminent in some branches of the ANF.  Perhaps it was more palatable for 
the leadership to say we tried and lost, rather than to support the proposals. 
34 It was nor possible to get formal advice from NSW Health.  In the end, with NSW DET advising that it was 
going to block national endorsement if the advice was not received from DoH, a significant employer telephoned 
the Minister for Health.  The Minister’s Office telephoned DET to “fix it”. 
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However, it is also noted that the ANF is registered as an RTO in a number of States and is 
now delivering the medication training to care workers. 
The interesting aspect of the ANF’s involvement is the conflation of its two roles - that of 
the professional body and of a trade union – leads to a lack of clarity and muddying of the 
waters.  In many ways, the ANF was fighting a battle in the CSTP arena that belonged in 
another arena.  The battle was clearly over demarcation issues and belonged in the 
industrial arena.  This battle was already lost before the introduction of Training Packages 
of medication competency standards.  It could be said that the ANF refused to play the 
same game as the rest of the Aged Care IRG, and rather tried to replay a game that was lost 
some years ago when the policy decision to allow PCAs to assist with medication was 
made. 
 
The vignettes presented in this chapter illustrate the breadth and complexity of the 
Training Package development process.  Broadly speaking, the interests identified in the 
process can be placed in two main groups:  industry and educationalists.  In Chapter 7 I 
elaborate on these interests and tensions by unpacking and analysing these interests as a 
tool for considering how these interests may be brought closer together by the 
development of a community of practice around the interpretation and implementation of 
Training Packages. 
 
  
 
 
 
 
 
 
Chapter 7 
 
SOME POST PROJECT OBSERVATIONS 
 
My role as Project Manager of the CSTP Review formally ceased when it was endorsed by 
NTQC and all documentation submitted to ANTA for publication.  Under the contract 
with ANTA, National ITABs are not required to play a role in implementation of 
Training Packages.  However, CSHTA regarded this as a critical stage:  Unless there is 
other specific accountability for implementation, the policy remains half done.  
Accordingly in 2003 a colleague and I conducted 37 CSTP Implementation Workshops 
around Australia.  The primary audience was the teaching staff of RTOs, both public and 
private.  Very few RTO staff with management responsibility attended.  The workshops 
addressed changes to the Training Package itself and also enabled discussion of assessment 
and of new opportunities arising from the changes.  A number of TAFEs in each state 
requested customised workshops for their staff, both full-time and part-time.  The 
workshops provided the opportunity to understand first hand, how RTOs had 
implemented CHC99 and what they had learned from that experience.  It also provided me 
with greater understanding of the positions and stands that teachers and RTOs took during 
the review process. 
Although CSHTA had actively engaged RTOs, both teachers and managers, in the 
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development process, the implementation workshops were the first opportunity to re-
engage with them post endorsement to secure their support for use of CHC02 as a training 
technology.  In developing National Training Packages, industry’s primary concern is that 
the package accurately reflects what occurs in the workplace.  The concern of RTOs is that 
Training Packages can be effectively used as a teaching or learning tool. 
The Project Manager and Project Director deliberately chose to define stakeholders to 
include teachers and trainers i.e. those responsible for implementation and making it work.  
The purpose of doing so was to gain the input of teachers and trainers into the 
development of competencies particularly in relation to assessment.  A second reason was 
to assist teachers and trainers to develop their understanding and their own competency as 
teachers and trainers in workplace delivery methodologies by understanding the unpacking 
of job roles and the process of translation into competency standards. 
A key group with which CSHTA has an ongoing relationship is the National Community 
Services and Heath TAFE Network.  This group comprises the community services and 
health curriculum managers who have responsibility for implementing the CSTP on a 
state-wide basis within each TAFE system.  This group meets usually a few times a year 
and CSHTA is usually invited for part of the meeting.  This group played a useful role 
during the review, particularly in considering questions relating to how the reviewed CSTP 
could be implemented and to looking at transition arrangements.  CSHTA also produced a 
National User Guide to support CHC02 and this network provided advice as to the content 
that RTOs would find valuable to assist them to implement. 
The variation in delivery approaches of RTOs and teachers was startling.  Some of the 
participants were hostile to the presenters.  Others were more enthusiastic and were able to 
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see the new opportunities that the reviewed package presented as both a learning 
technology and as a commercial product.  Upon further exploration, a number of things 
became apparent.  First, it became clear that when the CHC99 was introduced a significant 
amount of professional development funding was made available and that money was 
overwhelmingly used to map existing curricula to competency standards, rather than to the 
development of delivery strategies directly against the requirements of the competencies 
and qualifications.  It was also clear that many teachers have never seen the actual 
competency standards or qualifications framework.  Particularly in the large TAFE 
Institutes, teachers received centrally developed curricula and syllabi and that formed the 
basis of their teaching to classes (i.e. cohorts of learners).  Many of these centrally 
developed materials dealt with competencies on a unit buy unit basis, rather than clustering 
them into groups that would have a more holistic meaning in the learner’s workplace.  
There was not one workshop where a teacher did not ask: “Where are the teaching 
materials?  Who is developing them?”  This means that there was little change in practice: 
the mapping was completed, teaching continued as in the past and it was claimed that the 
CSTP qualifications were being delivered.   
The Qualitative Review of the Impact of Training Packages (ANTA 2002, p. 79) identifies 
the “domination of the cargo cult of resource packages” among teachers and goes on to 
note: 
“… the centrally produced learning resources became a pseudo curriculum and, instead of 
ensuring quality and consistency as intended, added a dimension of rigidity and non 
responsiveness to the system. Employers and industry could have any training they wanted as 
long as it was what the resource packages prescribed.” 
 
The CSTP was one of the first Training Packages developed and it is understood that there 
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was very little lead-time to implement.  Hence, the mapping exercise was a reasonable 
response.  An approach with longer-term quality outcomes and one that would deliver 
changed practice, would have involved working with teachers to unpack units of 
competency, to work out ways to cluster them together, to work out which components 
could be delivered in a class room, in the workplace and by project.  Such a process would 
develop a community of practice amongst the teachers.  The development and distribution 
of centrally developed materials does not create a community of practice.  This community 
of practice could look at delivery strategies by starting with the assessment process and 
working backwards.  Once a Training Package and the relevant competencies are 
unpacked, analysed, commonalities (particularly in essential knowledge and skills) 
identified, then attention can be turned to the assessment strategies and the development of 
holistic assessment tools.  With this completed, teachers can now look at pathways to 
assessment and to identify appropriate learning activities that will generate evidence for 
assessment activities and identify the site of their production.  It is in this way, for example, 
that the components that are best delivered in a classroom or in the workplace are 
identified.  This approach would naturally lead to the amount of teacher-led classroom 
activity being reduced so that VET practitioners have more time to support learners in the 
workplace and at the same time liberate themselves of the tyranny of “marking the 
assignments”. 
The following quote from an RTO participant in the Qualitative Review Report (2002, p. 
80) is instructive concerning the amount of professional development that is offered to 
teachers: 
“Because they only have what the Head of Department saw fit to provide them with, then their 
teaching and assessment practice is likely to be concentrated on the material given to them. 
They will not necessarily understand the context of the Training Package, what else the 
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student is learning or the information given in the Training Package about packaging rules, 
approaches and assessment guidelines. Their teaching and assessment practice will be 
fragmented from the student’s whole learning experience because they themselves only have 
access to partial information.” 
 
Even more notable was the lack of alignment between assessment practice and the 
competency-based principles of assessment.  Many were still only assessing knowledge 
through tests, quizzes and essays and many were not using any evidence generated in a 
workplace.  Recognition assessment (i.e. assessment conducted before any training is 
delivered, which used to be called recognition of current competency (RCC)), is not widely 
available, and where it is, the processes that have been established are so onerous that many 
learners in the end choose to “do the classes” not because they need to, but because it is 
easier and less onerous than the recognition process.  It is quite clear that these practices do 
not comply with Standard 9 of the AQTF or with the intent of the Training Package.   
Overwhelmingly during these workshops, the sentiments expressed by teachers reflected 
the fact that they came to the workshops as “teacher as classroom instructor”.  It became 
clear that they had not yet made the transition from the classroom to the workplace, 
which requires teachers to adopt more of a role as facilitator of learning rather than 
instructor.  Training Packages are confronting for teachers because they have a pedagogical 
basis that sees the individual learner as the focus of attention rather than the teacher.  This 
fits uncomfortably for some who prefer standard delivery to a class of students without the 
emphasis on recognition of individual needs or individually customised learning strategies.  
Training Packages also change the power relationships between teachers and students from 
one that is teacher-centred and that sees the teacher as the custodian of knowledge to one 
that is learner-centred and that sees the teacher as a facilitator of another adult’s learning.  
In this latter model, the teacher is not necessarily a content specialist, but an educational 
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process specialist.  In summary, the shift in work required to implement Training Packages 
(more as facilitators, more in workplaces, and with a greater liaison role) is uncomfortable 
for some.  The Qualitative Review Report (2002, p. 80) elegantly encapsulates these issues: 
“The introduction of Training Packages coupled with shifts in the way we work and learn 
means the nature of VET must move from the nineteenth century model of instruction and 
replication to a transformational model where learning and change are intrinsically linked and 
acknowledged. This presents enormous challenges for the VET community as there are few, if 
any, models to copy and/or emulate.” 
 
The divide between the needs of employers and the needs of RTOs (or teachers) is indeed a 
wide one.   
1. The gap between curriculum and work practice 
Training Packages are interpreted by teachers and employers using different tools and for 
different purposes.  For example, teachers often interpret Training Packages using 
curriculum and employers often translate them into performance standards within a 
performance management system. 
Employers are interested in being able to manage organisational risk and ensure their duty 
of care.  To this end, they are interested in competency:  they are not particularly 
interested in “qualifications” as such.  (Some employers state an interest in qualifications, 
although, when probed, it is evident that they see qualifications as a substitute for rigorous 
recruitment and selection processes).  Some employers recognise that Training Package 
qualifications are in fact job roles and the more experienced among them would engage in 
discussion with RTOs about prioritising the delivery of competencies informed by an 
organisational risk analysis.  Smith (2003) concludes that employers are seeking greater 
value from their training investment by decentralising its operation and conducting 
training closer to the point of production.  Training Packages have encouraged employers 
to institute more formal training leading to the award of nationally recognised 
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qualifications.  That is to say that the training that was delivered by employers on the job 
was often informal, unstructured and unrecognised.  What engagement with the VET 
system has done is to encourage employers to take a more formal and structured approach 
to developing competency and to develop partnerships with RTOs that allow each party to 
play a role of training delivery. 
RTOs and teachers on the other hand talk of their trade:  courses, classes and modules of 
teaching.  It was a revelation to some that qualifications named actual job roles.  This 
became apparent when they talked of embedded qualifications (e.g. a Certificate II 
embedded in a Certificate III).  This is a notion related to the curriculum framework rather 
than to a vocational setting.  It is clear from discussions with teachers in these recent 
workshops that many do not have a clear picture of the social relations of the work roles 
for which they are training.  For example, they may be teaching a particular qualification, 
but when asked to describe the work role for which their learners are being prepared, are 
unable to do so with clarity.   
This is reinforced by the fact that many teachers are so firmly wedded by habit and 
institutional structures to the classroom and the metaphorical lectern, that they have not 
observed the relocation of adult learning to the workplace.  Indeed, many are offended by 
any suggestion that the classroom is not the optimal site for learning.   
2. Assessment:  the gap between learning outcomes and work 
performance 
Few of the teachers who attended the workshops use workplace observation and 
workplace documentation as a form of assessment.  It is common practice for assessors to 
mechanistically tick off performance criteria as the only assessment tool.  Many learners 
are being over-assessed:  both assessed too many times or assessed at a higher level than the 
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work level or qualification levels warrants.  This occurs in particular when RTOs deliver 
each competency individually as a learning module within a classroom setting, without 
unpacking the competencies looking for commonalities between them and then developing 
the learning sets.  For example, one RTO reported that it assessed learners undertaking a 
Certificate III in Children’s Services 38 times washing their hands.  Why?  Because washing 
hands occurs in a number of competency standards and the assessment processes are 
mechanistic.  In another case, an RTO sought feedback on an assessment tool for a 
Certificate III in Disability Work. The work role is a Disability Personal Care Assistant 
(PCA).  The assessment task consisted of two case studies and a written assignment.  The 
written assignment required a 2,500-word research report.  The written tasks involved in 
the work role include filling in a time sheet, an incident report and a communications 
book.  PCAs are not required to write research reports.   
The anecdotal evidence quoted above raises serious concerns about the validity of some 
RTO’s assessment processes, and in particular, whether “competency” is being assessed at 
all.  It is most likely that knowledge learned by rote is being tested, rather than capturing 
the complexity that competency-based assessment involves, to be able to consider evidence 
of the application of the knowledge and skills, together with dimensions of competency, so 
that a judgment can be made as to whether a learner can actually apply these to job 
performance.  
The ANTA Qualitative Review of Training Packages Report (2002, p. 25) supports the 
observations: 
“Nor did they appreciate the differences implicit in developing training programs from 
industry oriented outcome statements than from delivering structured training curriculum. 
As a result, units of competency are being delivered as stand-alone units rather than as a 
holistic program of learning for work. In addition, many teachers are reverting to “tick and 
flick” assessments in anticipatory response to the new AQTF auditing guidelines.” 
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These observations go some way to explaining the resistance of some teachers and RTOs 
(particularly the public provider) to the implementation of Training Packages.  This is not 
to suggest that teachers have failed in their role as teachers, rather that they have lacked 
leadership and administrative management support to shift their role to that of learning 
facilitator.  This may be that there has been a lack of appreciation of the change in practice 
required by Training Packages and a lack of resources allocated to professional 
development.  Little attention has been paid to building communities of practice.  Framing 
the Future has provided small amounts of funding for action learning projects, and while 
new practice may emerge for the participants in these projects, little has been done to allow 
others to learn from these projects.  Project reports have been written and published, 
however, they have no life.  Teachers need to be able to observe the processes that occur 
and the discourse in which participants engage.  It is only when they are able to see it occur 
that the understanding of the new practice is revealed. 
Clive Chappell (2000) suggested that we were witnessing a radical career transition for VET 
teachers.  This shift requires teachers to be more business focused in a workplace where 
there has been some reform with increasing numbers of casual industry-based teachers 
rather than full-time.  He also sees the paradigm shift:   
“Finally, and perhaps most significantly, there has been a significant paradigm shift in 
education. Now, learning has replaced teaching as the dominant educational paradigm. This 
shift in emphasis has, among other things, resulted in education and training escaping the 
established walls of educational institutions, including TAFE colleges.” 
Workplace learning is increasingly valued in terms of its relevance, authenticity and utility, 
over learning that takes place in the TAFE College classroom.  Recognition assessment 
legitimises informal learning that has taken place outside educational institutions.  The 
focus on the learner in this new paradigm constructs learning more as an individual 
achievement managed as a kind of contractual agreement between the individual learner, 
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the employer and the RTO.  He goes on to comment: 
“This new emphasis on learning at work has seen a shift from conceptualising the vocational 
curriculum as a set of predetermined and standardised contents suitable for everyone working 
in a particular occupation, to one which recognises the specific nature of the relationship 
between the worker–learner, the specific work-site and the particular needs and requirements 
of employers.” 
 
The challenge for professional development is that the professional vocational learning 
practitioners of the future will need to recognise and accommodate the multiple and 
changing nature of contemporary professional practices now required of those working in 
the field.  The markers of economic rationalism over the last 10 years (competition, 
business, efficiency, private providers, accountability, profit, customers and the market) are 
common in the discourse of TAFE management, who speak of teachers becoming more 
entrepreneurial, quality focussed, customer focussed, efficient and flexible.  Teachers on the 
other hand, when asked to describe their work, construct their identity in the discourse of 
public service and liberal education rather than the enterprise and entrepreneurialism.  
“Teachers, overwhelmingly speak of equity, fairness, social justice and public access rather 
than profit, competition, efficiency and entrepreneurial activity …” (Chappell 2001a) 
The observations detailed above have been confirmed by a number of recent research 
reports.  The ANTA Qualitative Review of Training Packages Report (2002,, p. 31) notes: 
“The excessive reliance by teachers and industry trainers on centrally developed, “one-size-
fits-all” resource packages over the past decade or so has helped to make the VET context a 
stony one for the introduction of Training Packages. The apparent need for detailed lists of 
content reflects the lack of expertise amongst VET practitioners to design educational 
pathways which start from what the learner actually knows and can do, and which take them 
to an agreed outcome. So the list of content becomes their pseudo curriculum outline.” 
and Chappell (2003c, p. iv) 
“One of the consequences of this diversity is that standardised curricula that contain 
recommended teaching, learning and assessment practices are much less useful in a VET 
environment characterised by increasing diversity of contexts, clients, learning sites and 
practitioners.”  
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“… evidence suggests contemporary VET pedagogy must become more learner-centred, work-
centred and attribute-focused.” 
Chappell (2003c, p. vii) goes on to expand this analysis  
“Contemporary learning theories downplay transmission pedagogy and promote 
constructivist pedagogy commonly used for example in adult learning, experiential learning, 
and problem and project-based learning.  This does not mean that teacher centred pedagogies 
are no longer useful or relevant, rather that they are one category of a much larger available 
pedagogical repertoire.” 
 
He carries on to posit that implementation of Training Packages involves devolution of 
responsibility to practitioners at local level.  These practitioners are required to have a 
range of pedagogical approaches that they can deploy to meet the needs of a diverse range 
of clients.  They must be able to recognise and adapt their teaching and learning practices 
in order to respond to these diverse needs.  This suggests a contemporary VET pedagogy is 
one characterised as being more learner-centred, work-centred and attribute-focused.  This 
requires pedagogical approaches and strategies that vary from those traditionally used in 
the VET sector. 
Chappell goes on to comment: 
“A case can be made that Training Packages should not address pedagogical issues.  They 
were not designed to replace curricula. They were also not developed to support pedagogical 
decision-making. At best, they provide information that informs the content of vocational 
education and training programs and provide information about how assessment of 
competence can be determined in particular contexts. 
Training Packages do not, and many would argue should not, enter the area of pedagogy, 
firstly because of the diversity of sites and conditions in which Training Packages are used and 
secondly because pedagogical issues are best left to teachers and trainers.” 
It is not even clear that many teachers are concerned with pedagogical issues.  An STA 
participant quoted in the Qualitative Review Report (2002, p. 27) says: 
“The best teachers thrive on Training Packages.  They use them flexibly because they are in 
tune with the needs of the learners and Training Packages give them the opportunity to 
provide learning paths individually tailored for their learners.  Other teachers feel 
uncomfortable within the loose framework that Training Packages present.  They want more 
direction, more support.  They want someone to tell them what to do and how to do it.  It is 
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not that they are bad teachers.  It is just that they are followers and they expect someone to 
provide them with clear direction as to what they should do.” 
 
That report (ANTA 2002, p. 26) goes on to summarise the arguments: 
“That is, the argument centres on whether curriculum be: 
• centrally developed so as to reflect the needs of the State, and then be disseminated 
using appropriate control mechanisms to ensure against its inevitable distortion and 
lack of compliance as the result of a multi-layered transmission process; or 
• developed at the local level within a common framework so there is ownership and 
commitment at the level of teacher student interactions.” 
Training Packages clearly sit within the second category. 
So how did this discomfort at the “disappearance of curriculum” influence the progress of 
the CSTP Review?  While having no “sign-off” right, RTOs and teachers were involved in 
all stages of the Review as key stakeholders who have responsibility for implementation 
and making it work.  In addition to commenting on content, teachers and RTOs have a 
great interest in implementation issues and how it would be taught.  Some examples of 
feedback that demonstrate the resilience of curriculum assumptions follow.  It is 
particularly evident in discussions concerning pre-requisite qualifications.  The curriculum 
assumptions may be that qualifications should be nested (e.g. it is necessary to complete a 
Certificate II before going on to complete a Certificate III).  This assumes that the CSTP 
was specifying a sequence of learning and a pedagogical framework, when, in fact, it was 
specifying job roles at different work levels and acknowledging that different work levels in 
some cases actually share competencies in common.   
Curriculum assumptions are particularly apparent in the feedback and negotiations 
concerning the Children’s Services sector.  It was agreed as part of the first stage of the 
Review that the Children’s Services qualification required significant reworking at the 
qualification and competency level.  The CHC99 contained a number of competencies that 
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addressed child development (the “foster ...” or FC units).  Child development is primarily 
essential knowledge, rather than a work outcome in itself.  The developers sought to 
remove these “foster” competencies and to ensure that child development was explicitly 
covered in the essential knowledge component of the evidence guides.  Uproar ensued 
primarily from the RTOs.  The arguments put forward boiled down to the fact that if 
child development was not covered in discrete competencies in was unlikely to be assessed 
or taught i.e. if there is not a competency it won’t get taught.  In this case, the views of the 
teachers were supported by the childcare licensing officials35 who similarly approached the 
issue from a curriculum perspective.  Again, this highlights the lack of rigour and 
sophistication of assessment processes and reflects the fact that this sector in particular 
values classroom based delivery above all other forms.  In the end, the negotiated position 
was that a (fewer) number of FC competencies were included in CHC02.  The implications 
of this are that the Children’s Services qualifications are “weightier” than other 
qualifications at the same level.  Perhaps this reflects a work value issue: a highly feminised 
workforce such as childcare has not been able to achieve appropriate remuneration for the 
competency levels required.  However it would appear from a review of the content of the 
competencies, that the depth of knowledge that the parties claim is necessary for the job 
role say at Certificate III level, are overstated as they are confusing the requirements of the 
“assistant” with the “licensed worker”. 
The second area where curriculum assumptions arose was also in relation to the Children’s 
Services qualifications.  In CHC02, the Certificate III in Children’s Services is a pre-
requisite to the Diploma.  From the developer’s perspective, the Certificate III covers 
Childcare Assistants and the Diploma covers the licensed Childcare Worker.  i.e. the 
                                                 
35 A Senior Officers Working Group of the Community Services Ministerial Advisory Council  
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qualifications cover two different work roles.  The TAFEs and other RTOs have for some 
years delivered the Certificate III as the first year of there Diploma and therefore satisfied 
child care licensing regulations36 for a two year qualification for licensed workers.  In the 
development process, the industry was adamant that learners would need to do both 
qualifications: direct entry to the Diploma was not supported.  This is clearly curriculum 
thinking infiltrating the project.  It is also clear form the implementation workshops that 
learners undertaking the Certificate III are being over assessed at Diploma level, again 
through curriculum thinking, rather than assessment having due regard for the work role 
of Childcare Assistant. 
In short, there is still some residual curriculum in CHC02. 
What has become clear in this research is that the interests of industry and of RTOs and 
teachers are starkly different and that there is a policy tension between these interests.  
Industry is concerned that Training Packages accurately reflect what occurs in the world of 
work.  They are concerned to have national benchmarks that can be used to train and 
educate existing staff and to be able to recruit staff new to the industry who are as near as 
possible to work ready.  It is also noted that industry uses the national benchmarks for a 
variety of human resources applications such as work and job redesign, performance 
management and recruitment and selection.  Teachers on the other hand, due to the 
persistent legacy of the curriculum approach, in the review process, focussed on content of 
standards rather than on the educational process that would enable the industry-defined 
benchmarks to be implemented.  This focus of teachers on content creates a tension with 
                                                 
36 It is noted that the Child care regulations in every jurisdiction refer to a time based qualification (two years) 
and in some cases refer to Diploma.  These regulations were in place before that revised AQF and do not reflect 
the fact that Diplomas are now generally not entry-level qualifications, but rather advanced practitioner or 
managerial qualifications.  Regulatory review is usually on a 5 or 10 year cycle and it is unlikely that the 
regulations will be harmonised to the AQF or even across jurisdictions in the short term. 
 (115) 
 
 
industry.  Who are the industry specialists who are competent to comment on content 
derived from the workplace?  Industry would not see this person as the traditional TAFE 
teacher who is often seen as not having relevant and current industry experience. 
Meanwhile as I write, more reports relating to the ANTA “High Level Review” are being 
published.  TAFE Directors Australia (2003, p. 7) have indicated a wish for more 
involvement in the development of Training Packages: 
“To date, consultation by national ITABs with providers has been very limited in scope and 
detail, and has had limited effectiveness; providers have essentially been marginalised, and 
generally feel excluded from the Training Package development process. 
Providers, including TAFE Institutes, should be directly involved in the development and 
review of Training Packages, including providers from regional and remote locations. This 
would help ensure that some of the delivery problems that have been encountered are avoided 
in the future. It would help to ensure, for example, that units of competency can be also be 
delivered through institutional pathways rather than only 'on the job'. 
RTOs are frequently seen as not having links with industry, but this is not usually the case, 
and RTOs can make a valuable contribution, in addition to industry perspectives.”  
 
At the same time, the TDA argues that the inherent focus of Training Packages on 
workplace delivery and assessment continues to be an issue for institutional delivery.  It 
recommends that equivalent value be given to structured institutional based learning and 
workplace-based learning.  However, rather than suggesting that teachers move from the 
classroom or that learners be required to undertake significant periods of structured 
workplace experience, they recommend greater use of simulated work environments.  
Again, this raises the issue of the set of competencies required of the VET professional: 
being able to negotiate placements for pre-service learners or to access workplaces for 
learning and assessment activities surely are critical.  The TDA acknowledge that the 
development of approaches customised to the requirements of the learner require new and 
upgraded skills for teachers.  There is a need for teachers to have the skills to identify 
learner needs and to structure and sequence learning programs and to identify or develop 
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relevant learning resources.  There is therefore an urgent need for professional 
development (including return to industry opportunities) to ensure that teachers are able to 
resolve the issues and meet the challenges surrounding the delivery of Training Packages 
and the TDA recommends both time and additional funding. (TAFE Directors Association 
2003, p. 11.) 
3. Drawing Conclusions 
The research question revolved around the practical question of how to most effectively 
manage a diverse range of stakeholders within the cultural framework of a particular 
industry and this case study report on this project and exegesis reflects on the effectiveness 
of the stakeholder management strategy employed.  The literature review identifies on p. 
48 identifies elements of good practice in stakeholder management.  The research project 
sought to evaluate the three key strategies of representation, transparency and 
communication used in the workplace project against the elements of good practice.  The 
conclusions drawn from the research are that an evidence-based, transparent 
communications and stakeholder management strategy did in fact provide for effective 
stakeholder management in so far as agreement was reached with stakeholders and the 
NTQC was able to endorse the reviewed training package on the first national 
teleconference.  
A further and important conclusion that may be drawn is that closer involvement of 
teachers and trainers in the Training Package development process could enhance effective 
implementation.  This matter is addressed further in the following section of this chapter. 
This is an in depth case study of one Training Package review project.  The extent to which 
the findings about stakeholder management can be applied to other Training Package 
reviews will be limited by the cultural and political relations of different industries.  The 
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forms of participatory consultation common in the community services industry may not 
be relevant or appropriate in other industries; however the finding that open, transparent 
consultation processes as a key stakeholder management strategy is likely to have wide 
application.  This exegesis makes no claim for applicability in other industry areas but 
offers a reflective framework for other project managers in other industry areas. 
 
4. Where to from here: Options for enhanced practice 
It is clear that the work of developers does not end with the endorsement of the Training 
Package.  There is a body of work that needs to be undertaken to embed and to ensure that 
the Training Package is implemented.  The Training Package is fundamentally a tool for 
industry to interpret its skill development needs.  These documents however are rather 
arcane, and the work that needs to happen is in the discourse between industry and RTOs 
to gain agreement on the interpretation in its local context.  That is, to take a national 
product, contextualise it to meet state and local conditions, and with particular employers 
to ensure that the construction of customised qualifications from the Training Package 
meets the work and job design requirements of the enterprise.  The development of this 
community of practice is critical as it brings the different interest of industry and trainers 
together into a space where meaning can be negotiated and agreed for application locally 
(see figure 7). 
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Figure 7:  New communities of practice 
 
 
 
 
 
 
 
 
As I write the final pages of this exegesis, almost two years after the endorsement of 
CHC02, a number of matters impacting on effective stakeholder management can be 
noted. 
Firstly, each State and Territory prepares an “Implementation Guide” (sometimes called a 
purchasing guide) to assist RTOs.  The States have a policy of not starting work on the 
Implementation Guide until they receive a hard printed copy of the Training Package37 
from Australian Training Products Ltd (ATP).38  ATP has a reputation for less than timely 
production of Training Packages even though it has an agreed performance standard of one 
month.  This standard does not appear to be enforced, as CHC02 took some four months 
to be made available in hard copy.  (There was a similar delay in the production of the 
Health Training Package and other NITABs recount similar tales.)   
So, in terms of stakeholder management, after having journeyed through a complex process 
                                                 
37 Given the size of the CHC02 and the flexibility CSHTA made a decision to only publish on CD ROM and to 
facilitate navigations with hyper-linked files 
38 ATP is owned collectively by the Ministers for Education and Training and is ANTA’s print house. 
TAFE
CLASSROOM
TEACHING
EXPERTISE
CURRICULUM
TRAINING
PACKAGE
INDUSTRY
COMPETENCY LEARNING
&
ASSESSMENT 
TOOLS
NEW COMMUNITIES OF PRACTICE
 
 (119) 
 
 
and gained the agreement of all stakeholders, a single stakeholder, with only regulatory 
interest in the Training Package is able to delay implementation.  A possible solution to 
this is for Training Package developers to have a role in implementation and in the 
development of specific guidance in relation to nominal hours to short cut the State and 
Territory Implementation Guide process.  This would of course require the significant 
involvement of RTOs and teachers.  Alternatively, the development of an alternative 
funding paradigm that it not based on classroom delivery may be able to circumvent or 
replace this process. 
An additional observation is that the role of RTOs as stakeholder is ambiguous in the TP 
development process and the guidance provided by ANTA.  It is recommended that work 
needs to be done by the Department of Education Science and Training and the Industry 
Skills Councils to clarify what the contribution of RTOs during development might be; 
and what benefit to the RTO there may be in participation (e.g. better knowledge of the 
workings of Training Packages and units of competency and of enhanced assessment 
practice). 
As far as enhancement of stakeholder management within Training Package review 
processes, my major recommendation would be that the developers dedicate specific 
project resources to managing communication with stakeholders. 
 
5. Opportunities for further research 
Another project that recently published its final report (Schofield & McDonald 2004) was 
the High Level review of Training Packages, which in itself was a comprehensive exercise 
in stakeholder consultation and management.  The authors comment (p. 4): 
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“… we are convinced that the Training Package model has the potential… to facilitate good 
labour market and educational outcomes …. However, changes will be needed to the ways in 
which Training Packages are conceptualised, developed and implemented…All involved need 
to start by keeping in mind the overall purposes of the Training Package model, to keep the 
framework consistent with the broader VET direction …This will require nothing less than 
determination and goodwill from all parties to proceed along the next stage in a long journey 
to maximise the potential of the model. A revolution might have been easier. (my emphasis)” 
 
This could be the subject of a whole other piece of research, but the point to be made is 
that perhaps that the authors were not aware that a revolution is definitely underway.  
Training Packages are central players in this revolution that is taking learning from 
curriculum to somewhere else through Training Packages.  There is a gap between the 
expectations of industry and RTOs about the role of educational institutions in these 
processes to articulate industry training needs and standards.  Training Packages on their 
own will not bridge this gap.  Training Packages have given a voice to industry that to 
redress an imbalance that was apparent in the previous curriculum models.  However, the 
Training Package development process creates two powerful players with their own set of 
interests.  The new job of work to be done is to bridge that gap by the creation of a new 
community of practice. 
Further issues raised by this work project and research that could be explored by others 
include: 
• Good practice guides for Training Package reviews 
• Good practice stakeholder management in complex public / private / community 
processes 
• Reflective observations of power relationships that unfold in policy implementation and 
management of the power process 
• Reflection on the use of training package development processes on the development of 
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competencies where new systems, processes and tools have been developed but not yet 
translated into the industrial relations arenas or in job designs 
• Reflection on the use of training package development processes on the development of 
competencies where new systems, processes and tools have been developed and the 
owners or developers are not represented by stakeholders at the table (e.g. new 
technologies). 
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Appendix 1 
 
Acronyms 
 
ANTA Australian National Training Authority  
ANTA 
MINCO 
ANTA Ministerial Council 
AQF Australian Qualifications Framework  
AQTF Australian Quality Training Framework 
AVETMISS Australian Vocational Education and Training Management 
Information Statistical Standard 
CBT  Competency-based training 
CSHTA Community Services and Health Training Australia 
CSTP Community Services Training Package 
DEST Department of Education, Science and Training (formerly 
DETYA) 
DETYA Department of Education, Training and Youth Affairs 
ITAB Industry Training Advisory Board / Body 
ITABs Industry Training Advisory Bodies 
NGO Non Government Organisation 
NITABs National Industry Training Advisory Bodies 
NTF National Training Framework 
NTIS National Training Information Service 
NTP National Training Packages  
NTQC National Training Quality Council  
PD Professional development 
RCC Recognition of current competency 
RPL Recognition of Prior Learning 
RTOs Registered Training Organisations 
STAs State/Territory Training Authorities 
TAFE Training and Further Education 
VET Vocational Education and Training 
NESA National Employment Services Association 
VETAB NSW Vocational Education and Training Accreditation Board 
  
Appendix 2 
 
The Australian Qualifications Framework 
 
The Australian Qualifications Framework39 (commonly known as the AQF) is a unified 
system of twelve national qualifications in schools, vocational education and training 
(TAFEs and private providers) and the higher education sector (mainly universities). 
 
The qualifications are: 
• Senior Secondary Certificate of Education; 
• Certificate I; 
• Certificate II; 
• Certificate III; 
• Certificate IV; 
• Diploma; 
• Advanced Diploma; 
• Bachelor Degree; 
• Graduate Certificate; 
• Graduate Diploma; 
• Masters Degree; and 
• Doctoral Degree. 
 
The following changes in vocational education and training have most affected the system 
of qualifications:  
 
 vocational qualifications are now industry-based, with specified combinations of 
units of competency required by each industry for each qualification;  
 these qualifications are designed in a sequence, allowing you to move steadily from 
one qualification to the next. Sometimes you will want to mix and match units of 
competency: whatever you chose, the units will accumulate on your record of 
achievement and help towards retaining your job, promotion, a change of career or 
further learning;  
 to be assessed as competent for one of the vocational qualifications, you have to 
show you can use your skills and knowledge under workplace conditions, so a lot 
of your training will be in the workplace. Also, you can be assessed for the skills 
and knowledge you may already have gained informally in previous work. This 
assessment process is known as recognition of prior learning (RPL);  
 Registered Training Organisations (RTOs) are accredited to provide training and 
issue qualifications according to the requirements of the AQF.  
 
The key objectives of the AQF are to: 
                                                 
39 http://www.aqf.edu.au. 
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 provide nationally consistent recognition of outcomes achieved in post-compulsory 
education;  
 help with developing flexible pathways which assist people to move more easily 
between education and training sectors and between those sectors and the labour 
market by providing the basis for recognition of prior learning, including credit 
transfer and work and life experience;  
 integrate and streamlines the requirements of participating providers, employers 
and employees, individuals and interested organisations;  
 offer flexibility to suit the diversity of purposes of education and training;  
 encourage individuals to progress through the levels of education and training by 
improving access to qualifications, clearly defining avenues for achievement, and 
generally contributing to lifelong learning;  
 encourage the provision of more and higher quality vocational education and 
training through qualifications that normally meet workplace requirements and 
vocational needs, thus contributing to national economic performance; and  
 promotes national and international recognition of qualifications offered in 
Australia. 
AQF Descriptors 
Groupings or packages of units representing work functions in industry are related to the 
descriptors of the levels of the AQF, which indicate breadth and complexity of work. 
The development of the national Community Services Training Package qualifications has 
paid due attention to all the variables which impact on AQF alignment: 
 
• The package of units is aligned (not individual units).  This enables flexibility in 
packaging and customising. 
• Packaging will reflect realistic outcomes required of individual work roles and focus on 
what makes work roles substantially different in outcomes (assuming it could be an 
interplay of all, or any of the variables identified in the AQF descriptors)  
• Differentiation of qualification levels in health, in certain circumstances, is reliant on 
agreement of the industry parties.  Where this is possible, it is specified in the relevant 
qualification 
• A greater number of units with similar content (as far as complexity, breadth of 
knowledge and skills, and degree of judgment and autonomy) will not necessarily lead 
to higher qualification.  Rather the package will need to reflect higher level 
competencies in the content and outcomes of the units in accordance with the AQF 
descriptors 
• There can be a number of work levels covered within a single AQF descriptor, 
reflecting enterprise differences and negotiations 
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AQF descriptors are available in full via the Australian Qualifications Handbook available 
via http://www.aqf.edu.au. An extract from the handbook relating to qualification levels 
included in the Community Services Training Package is listed below: 
 
Certificate II  
• Competency involves application of knowledge and skills to a range of tasks and roles 
• Defined range of contexts where the choice of actions required is usually clear, with 
limited scope in the choice 
• Competencies normally used within established routines, methods and procedures, in 
some cases involving discretion and judgement about possible actions 
• Competencies likely to be applied under routine guidance with intermittent checking, 
but may take the form of general guidance and considerable autonomy if working in 
teams 
• Responsibility for some roles may be involved if working in a team 
 
Certificate III  
• Competency involves the application of knowledge with depth in some areas and a 
broad range of skills 
• A range of tasks and roles in a variety of contexts, with some complexity in the extent 
and choice of actions required 
• Competencies normally used within routines, methods and procedures where some 
discretion and judgement is required in selection of equipment, work organisation, 
services, actions and achieving outcomes within time constraints 
• Competencies likely to be applied under limited guidance with checking related to 
overall progress, but may take the form of broad guidance and autonomy if working in 
teams 
• Responsibility for the work of others and/or team coordination may be involved 
 
Certificate IV  
• Competency involves the application of knowledge with depth in some areas and a 
broad range of skills 
• A wide range of tasks and roles in a variety of contexts, with complexity in the range 
and choices of actions required 
• Competencies are normally used within routines, methods and procedures where 
discretion and judgement is required, both for self and others, in planning and selection 
of equipment, work organisation, services, actions, and achieving outcomes within time 
constraints 
• Competencies are likely to be applied with only general guidance on progress and 
outcomes sought 
• The work of others may be supervised, or teams guided or facilitated 
• Responsibility for and limited organisation of the work of others may be involved 
 
Diploma  
• Competency involves the self-directed application of knowledge with substantial depth 
in some areas, and a range of technical and other skills to tasks, roles and functions in 
both varied and highly specific contexts 
• Competencies are normally used independently and both routinely and non-routinely 
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• Judgement is required in planning and selecting appropriate equipment, services, 
techniques and work organisation for self and others 
• Competencies are likely to be applied under broad guidance 
• The work of others may be supervised or teams guided 
• Responsibility for the planning and management of the work of others may be 
involved 
 
Advanced Diploma 
• Competency involves the self-directed development of knowledge with substantial 
depth across a number of areas and/or mastery of a specialised area with a range of 
skills 
• Application is to major functions in either varied or highly specific contexts 
• Competencies are normally used independently and are substantially non-routine 
• Significant judgement is required in planning, design, technical or supervisory functions 
related to products, services, operations or processes 
• Competencies are likely to be applied under limited guidance in line with a broad plan, 
budget or strategy 
• Responsibility and defined accountability for the management and output of the work 
of others and for a defined function of functions may be involved 
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Appendix 3 
 
AQTF Standards for Registered Training Organisations40 
  
 
1.  Systems for quality training and assessment 
The RTO has systems in place to plan for and provide quality training and assessment 
across all of its operations. 
2.  Compliance with Commonwealth, State/Territory legislation and regulatory requirements 
The RTO ensures that compliance with Commonwealth, State/Territory legislation 
and regulatory requirements relevant to its operations is integrated into its policies and 
procedures and that compliance is maintained. 
3.  Effective financial management procedures 
The RTO has effective financial management procedures in place. 
4.  Effective administrative and records management procedures 
The RTO has effective administrative and records management procedures in place. 
5.  Recognition of qualifications issued by other RTOs 
The RTO recognises the AQF qualifications and Statements of Attainment issued by 
any other RTO. 
6.  Access and equity and client service 
The RTO applies access and equity principles and provides timely and appropriate 
information, advice and support services that assist clients to identify and achieve their 
desired outcomes.  
7.  The competence of RTO staff 
Each member of the RTO’s staff who is involved in training, assessment or client 
service is competent for the functions they perform. 
8.  RTO assessments 
The RTO’s assessments meet the requirements of the endorsed components of Training 
Packages and the outcomes specified in accredited courses within the scope of its 
registration. 
9.  Learning and assessment strategies 
The RTO identifies, negotiates, plans and implements appropriate learning and 
assessment strategies to meet the needs of each of its clients. 
10.  Issuing AQF qualifications and Statements of Attainment 
                                                 
40 Australian National Training Authority, 2001 Australian Training Quality Framework: Standards for 
Registered Training Organisations http://www.anta.gov.au/images/publications/RTOStandardsSep01.pdf 
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The RTO issues AQF qualifications and Statements of Attainment that meet the 
requirements of the AQF Implementation Handbook and the endorsed Training 
Packages and accredited courses within the scope of its registration. 
11.  Use of national and State/Territory logos 
The RTO complies with the requirements for the use of national and State/Territory 
logos. 
12.  Ethical marketing and advertising 
The RTO’s marketing and advertising of training and assessment products and services 
is ethical. 
 
Standard 9:  Learning and assessment strategies 
The RTO identifies, negotiates, plans and implements appropriate learning and assessment 
strategies to meet the needs of each of its clients. 
 
9.1 
a The RTO must develop and implement strategies for training delivery and 
assessment for each Training Package qualification and accredited course 
within the RTO’s scope of registration*. 
b The assessment strategies referred to in Standard 9.1 a, must be developed in 
consultation with enterprises/industry.  
c The delivery and assessment strategies referred to in Standard 9.1 a should 
identify proposed target groups, delivery and assessment modes and strategies, 
assessment validation processes and pathways. 
d The RTO must document the strategies referred to in Standard 9.1 a on 
application for registration and on extension of scope. 
 
9.2 The RTO must validate its assessment strategies by: 
i reviewing, comparing and evaluating the assessment processes, tools and 
evidence contributing to judgements made by a range of assessors against the 
same competency standards**, at least annually; and 
ii documenting any action taken to improve the quality and consistency of 
assessment. 
 
9.3 The RTO must ensure that in developing, adapting or delivering training and/or 
assessment products and services:  
i methods used to identify learning needs, and methods for designing training 
and assessment, are documented;  
ii the requirements of the Training Package or accredited course are met;  
iii core and elective units, as appropriate, are identified;  
iv customisation meets the requirements specified in the relevant Training 
Package or, for accredited courses, meets the NTQC customisation policy; 
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v language, literacy and numeracy requirements develop the learning capacity of 
the individual and are consistent with the essential requirements for workplace 
performance specified in the relevant units of competency or outcomes of 
accredited courses; 
vi delivery modes and training and assessment materials which meet the needs of 
a diverse range of clients are identified; 
vii where assessment or training is conducted in the workplace, the RTO 
negotiates the delivery and assessment strategy with the employer and learners; 
works with the employer to integrate any on-the-job training and assessment; 
and schedules workplace visits to monitor/review the training and assessment; 
 
*Alternatively, for partial qualification, if the RTO’s scope is defined by one or more 
units of competency rather than a complete qualification. 
**These may be internal processes with stakeholder involvement or external validations 
with other providers and/or stakeholders. 
 
viii where an Apprenticeship/Traineeship Training Contract is in place or being 
negotiated, individual Training Plans are developed, documented, 
implemented and monitored for each apprentice or trainee, encompassing all 
relevant off-the-job training and structured workplace training; and 
ix where assessment or training is conducted on-line or by distance, the RTO has 
effective strategies for learner support, monitoring and assessment. 
 
9.4 The RTO must have access to the staff, facilities, equipment, training and 
assessment materials required to provide the training and/or assessment services 
within its scope of registration and scale of operations, to accommodate client 
numbers, client needs, delivery methods and assessment requirements (including off-
campus and on-line).  
 
  
Appendix 4 
 
The Project Methodology 
 
Community Services Training Package Phase II (Development) Methodology (Extract 
from First Report to ANTA) 
Introduction 
The principle of the industry driven system is that enterprises will determine their skill 
development needs (based on current and emergent job roles). This will be captured in 
national competency standards and national industry qualifications (defined in Training 
Packages) to be used by RTO's for the delivery of training and assessment and awarding 
national qualifications. 
 
The industry areas represented by CSHTA are very wide and diverse and are scattered 
throughout every inhabited region of Australia. To reach every member of its industry 
constituency would be an impossible task, given time and resourcing constraints. 
 
Industry Engagement/Consultation Strategy for Stage 2 Development 
Stage 2 Development project will employ a methodology that will ensure the product will 
meet industry needs. Consequently, CSHTA will apply a number of strategies to ensure 
widespread industry engagement and consultation. This will include implementing an 
industry communication strategy to ensure support for the finished product from those 
organisations that are not directly involved its redevelopment in Stage 2. The range of 
strategies includes: 
 
Using A Market Research Approach to development 
It is impossible and not effective to consult with every community organisation 
throughout Australia. Applying a market research approach enables sampling to be 
undertaken in a controlled way to ensure the finished product matches industry needs. 
This approach involves the following steps: 
 
Step 1:  Data collection from a representative sample (covering key groups, regions, client 
service types and delivery modes). This may include using sample "trial sites" which are 
decided on their capacity to add value to the development of a representative industry 
view. 
 
Step 2:  Development of draft materials by technical (including content) experts to reflect 
the results of the data collection. 
 
Step 3:  "test driving" the draft materials in representative settings.  This usually means all 
states and territories and a mixture of small, medium and large organisations. This stage 
will rely on state-based industry groups to provide access to their networks and/or to 
conduct validations on behalf of CSHTA project teams. The validations will be with those 
who will be responsible for implementing the product of the project. This would usually 
include: 
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 unions 
 managers of enterprises 
 regulatory, funding and accreditation bodies 
 State Training Authorities 
 RTO's and HR specialists 
 
Often State and Territory ITABS are able to capture the range of responses from all the 
above groups and act as agents on their behalf. The degree to which this applies depends on 
the delegation from the local industry sectors and local operational protocols. 
 
Step 4:  Revisions to incorporate feedback and to address any issue raised during 
validations. CSHTA will keep a paper-trail of all feedback and provide feedback to 
contributors so they are aware of the results of their participation. 
 
NOTE:  Changes will not be automatically made to reflect every piece of feedback 
provided. The process to be followed by CSHTA is: 
 All feedback will be collected and analysed for common and recurring themes and 
obvious errors of fact. 
 The feedback will be synthesized and used to adjust the draft materials. 
 Where there is conflicting evidence, it will be examined closely and in some cases 
may result in a meeting of the parties to resolve differences. 
 
Using Existing Industry Networks 
Coverage of the large and diverse industry is difficult and resource intensive. CSHTA 
routinely engages with a wide range of organisations. Development of appropriate and 
targeted information for distribution will be essential. The networks to be used include: 
 National Industry Committees 
 National Peak Bodies i.e. : 
o Professional Associations 
o Unions 
o Employer networks (e.g. ACCI, APHA, ACSA, ANHECA) 
o National TAFE network 
o ACPET and other private provider networks 
o Government Employers Network 
o National Accreditation and Registration Bodies 
o National community representative groups 
o Networks of service providers (SAAP, etc) 
 State and Territory ITAB industry consultation groups 
 
Using The Web Site Strategically 
CSHTA records approximately 3,000 user-sessions per month.  The web site has been 
shown to be a valuable way of providing industry access to current and correct 
information. It has also been used to conduct threaded discussion groups on issues. The 
web site address is www.cshta.com.au . Use of the website will supplement other industry 
engagement activities. 
 
Establishing Supporting Industry Advisory Structures 
In Stage 2 of the CSTP Review project CSHTA will implement and use the following 
appropriate industry representative structures and decision-making processes: 
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CSHTA Board & Executive Committee & Finance Committee 
To monitor the project and provide advice to ANTA.  Members are unions and Employers 
(private and government) 
 
CSTP Review Project Steering Committee 
To: 
 Sign off on project methodology 
 Monitor implementation of project methodology including input from IRGs 
 Monitor expenditure against budget 
 Advise CSHTA Board on project outcomes 
Members: 
 Unions 
 Employers (from both private and government sectors and small medium large 
organisations 
 Industry peak bodies (ACOSS, ACCI, Ethnic Communities Council) 
Observers: 
 ANTA and its Committees (AITAC, ADTAC) 
 DETYA 
 Relevant Commonwealth Departments (FaCS, HAAC, ATSIC, AG's, OSW) 
 STAs 
A CSHTA Board member will Chair the committee 
 
State & Territory ITAB network 
To: 
 Work to identify and address NTF implementation issues 
 Collect industry feedback at the state level (state based RTOs and enterprises) 
 Promote NTF in their jurisdiction 
 Advise CSHTA on S/T issues 
Members are all bodies recognised by relevant S/T Training Authorities to provide advice 
in issues in the community services and health industries 
 
National Industry Reference Groups (IRGS) covering main sector areas 
To: 
 Advise on national industry skill development strategy (to feed into industry 
Strategic Plans) 
 Advise on key groups to be involved and engaged 
 Advise on industry communication needs 
 Identify Industry issues 
IRG members represent the industrial parties and focus on defining workforce skill 
requirements 
 
National Industry Committees (NIC): 
To assist in: 
 data input and data collection 
 review of content 
 consultations 
 standards writing 
Members may include: 
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 Providers of services 
 Providers of training 
 Peak industry bodies 
 Other industry "experts" and advisors 
 Unions 
 Employers 
 
There may be an overlap in membership of these groups and the IRGs.  However the roles 
are quite different. This group would focus on the detail of the units and work under broad 
direction of an IRG or equivalent group and implement into consultation processes defined 
by the IRG. 
 
Phase II Workplan 
 
STAGE 1 ESTABLISHMENT OF PROJECT MANAGEMENT PROCESSES 
The project will be overseen by a Project Steering Committee whose members reflect the 
ANTA and CSHTA Board requirements. 
 
STAGE 2 PRODUCT DEVELOPMENT 
Development of new units and revisions to existing units for all the areas will be 
undertaken simultaneously to minimise timeframes and ensure targeted results. The 
methodology to be followed for developing new units and revising existing units is detailed 
below. This work will be under the guidance of the specific IRG. The approach outlined 
under market research activities will be applied. 
 
STAGE 3 VALIDATION OF CHANGES AND NEW UNITS 
Validation across all parties impacted by the changes will be undertaken to ensure they can 
be implemented. This work will be under the guidance of the specific IRG. 
 
STAGE 4 INCLUSION OF AREAS INTO CSTP FRAMEWORK 
All NIC's will provide advice to the project and the IRG on the principles covering 
inclusion of units (e.g. common units, scope of elective choices, New Apprenticeships etc) 
and any assessment or packaging issues which the project team needs to address. 
 
STAGE 5 PRODUCT VALIDATION 
The revised Training Package Framework will be validated across the industry under the 
guidance of the IRGs, the project PMC and S/T industry advisory bodies. 
Before finalising the validation the project will seek advice on the implications of packaging 
& alignment of the revised CSTP from: 
 State Training Authorities 
 Industry employers and funders 
 Industry unions 
 
NATIONAL VALIDATION of the CSTP will include: 
 forums conducted in all states / territories 
 CD ROM & web  
 via normal processes of peaks industry bodies with their members 
 RTO networks 
The NATIONAL VALIDATION will also include a technical review of: 
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 Literacy & numeracy issues 
 key competencies 
 overlaps with other Training Packages 
 VETIS pathways 
 New Apprenticeship pathways 
 Assessment Guidelines 
 Customisation advice 
 
The NATIONAL VALIDATION will also contribute to updating the following support 
materials (depending on funding availability) 
 New Apprenticeship Booklet for employers 
 Model Training programs for the industry 
 Assessment Tools 
 Community Work CD ROM 
 Guide for Trainers 
 Guide for Assessors 
 Marketing materials 
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